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A b s t r a c t 
The o b j e c t i v e of t h i s study was to i l l u m i n a t e the problems 
faced by t e a c h e r s of the deaf involved i n the process of 
implementing drama-as-method. 
The cooperating t e a c h e r s were a l l q u a l i f i e d teachers of the 
deaf with v a r y i n g length of s e r v i c e . A l l teachers had no 
previous experience or t r a i n i n g i n drama education and had 
never used drama-as-method f o r implementing the whole 
cu r r i c u l u m or s e l e c t curriculum events. 
The study involved the teachers i n the implementation of a 
drama-as-method approach to implementing the curriculum 
through a drama-as-method p r o j e c t known as the Labrador 
P r o j e c t . The Labrador P r o j e c t was created by the researcher 
as a v e h i c l e through which the implementation of drama-as-
method could be explored. Though the Labrador P r o j e c t was 
o r i g i n a l l y authored by the researcher, the teachers cooperated 
i n developing the curriculum elements of the p r o j e c t through 
the planning and implementation phases of the study. 
Implementation s t r a t e g i e s were drawn from two t r a n s a c t i o n 
o r i e n t e d implementation models: The Concerns Based Adoption 
Model (CBAM) and the Innovations P r o f i l e Model (IPM). 
Data c o l l e c t e d through the process i s used to i l l u m i n a t e the 
problem areas f o r the teac h e r s , and the extent of change 
toward drama-as-method. The data represents a p r o f i l e of the 
t e a c h e r s ' e x i s t i n g o r i e n t a t i o n , the concerns of the teachers 
and problems as they experience the planning and 
implementation phase, and the r e f l e c t i o n s of teachers 
f o l l o w i n g the s u c c e s s f u l implementation of the Labrador 
P r o j e c t . 
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Chapter One I n t r o d u c t i o n 
" I t has not been the w r i t e r ' s i n t e n t to 
c r i t i c i z e unduly our usual classroom 
procedures and techniques. Nor i s i t 
d e s i r e d to leave the impression t h a t there 
i s l i t t l e value i n formal i n s t r u c t i o n and 
formal classroom environment. But i t i s 
the wish here to make a plea f o r l e s s 
formal r o u t i n e i n s t r u c t i o n and g r e a t e r 
opportunity f o r c h i l d r e n to p a r t i c i p a t e i n 
r e a l l i f e experiences i n the classroom, 
and to urge t h a t classrooms be so planned 
as to provide an environment i n which an 
a c t i v i t y programme can be c a r r i e d out 
s u c c e s s f u l l y . " 
H ilda T i l l i n g h a s t , M.A., 1934^ 
At the end of the twentieth century i t appears t h a t such pleas 
have f a l l e n on stony ground. The progressive education 
movement i n deaf education, as i n the education of hearing 
c h i l d r e n , has not y e t f u l l y r e a l i z e d i t s p o t e n t i a l . The a r t s 
i n g e n e r a l , and i n the case of t h i s study drama i n p a r t i c u l a r , 
are s t i l l s t r u g g l i n g to gain a foothold i n the education of 
both deaf and hearing c h i l d r e n . F i f t y y ears a f t e r T i l l i n g h a s t 
makes her p l e a , the Report of the Symposium on Cognition 
Education and Deafness p i c k s up the echo as Mary Hockersmith^ 
c a l l s f o r school boards and school a d m i n i s t r a t o r s to, "1. 
Support the teaching of t h i n k i n g and problem s o l v i n g . Please 
STOP supporting fact-and-memory education." Further to t h i s , 
and more germane to t h i s study, Hockersmith c a l l s upon 
classroom t e a c h e r s to "...stop t a l k i n g so much" ( i b i d ) . This 
c h a l l e n g i n g i m p l i c a t i o n f o r the teacher of the deaf, means a 
fundamental s h i f t i n how classroom r e l a t i o n s h i p s are 
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c o n s t r u c t e d . Hockersmith c a l l s f o r relevancy i n the 
curriculum, a conception of students as res p o n s i b l e l e a r n e r s , 
and f o r the "...development of c r e a t i v e , i n q u i r i n g minds among 
those we s e r v e " ( i b i d ) . But i t i s i n Hockersmith's f i n a l 
paragraph t h a t the most c h a l l e n g i n g statement i s made, "We 
cannot a f f o r d to teach them what we know" ( i b i d ) . The 
i m p l i c a t i o n s i n t h i s statement may be most challenging to 
t e a c h e r s of the deaf, f o r to adopt t h i s p o s i t i o n i s to 
challe n g e the t r a d i t i o n a l conception of the teacher as the one 
who does indeed know. 
T h i s t h e s i s echoes the words of T i l l i n g h a s t i n not wishing to 
a t t a c h a value to the tr a n s m i s s i o n o r i e n t a t i o n , or unduly 
c r i t i c i z e such an approach. The point of t h i s t h e s i s i s to 
i l l u m i n a t e the problems f o r teachers of the deaf i n 
implementing drama methods which are an exemplar of the kinds 
of approaches which have been s t a t e d above. I f teachers of 
the deaf are to adopt such approaches, then r e s e a r c h of the 
kind which i l l u m i n a t e s the problems of t r a i n i n g teachers of 
the deaf to implement such methods i s needed. 
T h i s t h e s i s i s concerned with methods of teaching and as 
Connolly'^ s t a t e s i n h i s i n t r o d u c t i o n to the work of Woods, 
Woods, G r i f f i t h s and Howarth (1986), the r e s e a r c h e r of t h i s 
study a l s o recognizes t h a t a knowledge of how we teach has 
i m p l i c a t i o n s f o r the processes of i n t e l l e c t u a l development i n 
deaf c h i l d r e n . As Woods, Woods, G r i f f i t h s and Howarth^ s t a t e , 
"The c e n t r a l f e a t u r e of both Vygotsky's and Bruner's 
approaches to the study of the human mind i s a fundamental 
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emphasis on the r o l e played by a d u l t - c h i l d i n t e r a c t i o n i n the 
formation of i n t e l l i g e n c e and competence". I f we are to 
c r e a t e classrooms i n which the c h i l d i s conceptualized as a 
t h i n k e r and problem s o l v e r , as an a c t i v e p a r t i c i p a n t i n , as 
Dewey^ s t a t e s , "...the purposes which d i r e c t h i s a c t i v i t i e s i n 
the planning process...", then how we teach becomes a prime 
concern. 
The c h a l l e n g e i s , i f we are not t e l l i n g c h i l d r e n what we know, 
and we are t o stop t a l k i n g so much, then what should we be 
doing? 
T h i s t h e s i s reviews the l i t e r a t u r e of deaf education to f i n d 
s i t e s where the kind of approaches T i l l i n g h a s t and Hockersmith 
have i d e n t i f i e d , could l i v e , and connects t h i s i n t o the 
l i t e r a t u r e of drama education. 
The l i t e r a t u r e of curriculum i s a necessary connection i n the 
t h e s i s between the a c t u a l o r i e n t a t i o n of teachers and the 
i d e a l o r i e n t a t i o n s f o r implementation of drama methods. From 
t h i s a r i s e s the approach to an implementation plan and i t i s 
the process of planning and implementation which enables 
i l l u m i n a t i o n of the problems which the teachers of the deaf 
face i n implementing drama as method. 
Leithwood and Montgomery* (1980, p. 3) s t a t e t h a t 
implementation i s the "process of reducing the gap between 
images and outcomes" and t h a t i m p l i e s "...teachers changing 
t h e i r p r a c t i c e s i n accordance with a new programme". 
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The drama work of Augusto Boal^ speaks of, " a c t u a l image" and 
" i d e a l image", of " . . . t r a n s i t i o n a l image, to show how i t would 
be p o s s i b l e to pass from one r e a l i t y to the other. I n other 
words, how to c a r r y out the change, the transformation, the 
r e v o l u t i o n , or whatever term one wishes to use. Thus, 
s t a r t i n g with a grouping of " s t a t u e s " accepted by a l l as 
r e p r e s e n t a t i v e of a r e a l s i t u a t i o n , each one i s asked to 
propose ways of changing i t " . M i l l e r and S e l l e r ^ point to 
Leithwood's and Montgomery's assumption t h a t , "implementation 
i s a process of mutual adaptation; both the developer and the 
classroom t e a c h e r are f r e e to make adjustments to the new 
programme". I n the same way, t h i s t h e s i s i s informed by the 
v a l u e s expressed above of c o l l e c t i v e and shared experience i n 
the implementation process. 
The implementation of the kinds of approaches c a l l e d f o r by 
T i l l i n g h a s t and Hockersmith r e q u i r e a fundamental s h i f t i n the 
r e l a t i o n s h i p s between teacher and c h i l d r e n ; from teacher as 
t e l l e r to enabler, from t r a n s m i t t e r to f a c i l i t a t o r ; and from 
" a n t i - d i a l o g i c a l " as Carver' has claimed education of the deaf 
to be, to the " d i a l o g i c a l " approach of F r e i r e and Shor^° 
And as C e c i l y O'Neill^^ s t a t e s , "Since dialogue i s a t the heart 
of every dramatic encounter, whether i n the t h e a t r e or i n the 
classroom, drama i n education has enormous p o t e n t i a l for the 
t e a c h e r " . 
T h i s t h e s i s i n v o l v e s teachers of the deaf i n the challenge of 
changing from one classroom r e a l i t y to another. The 
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r e s e a r c h e r recognizes t h a t h i s r o l e i s t h a t of f a c i l i t a t o r and 
enabler of such p o t e n t i a l , not t h a t of implementor, fo r he can 
implement nothing. 
Through the l i t e r a t u r e , i n i t i a l meetings with teachers, 
planning implementation, and through i n t e r v i e w s with teachers 
of the deaf, a p r o f i l e of the a c t u a l i s created. The 
l i t e r a t u r e of drama education, informing the c r e a t i o n of 
drama-as-method work, and s i t e s i d e n t i f i e d i n the l i t e r a t u r e 
of deaf education i n which drama-as-method can l i v e , provides 
the i d e a l , and the journey of planning implementation and the 
implementation, the t r a n s i t i o n a l images which are the source 
of i l l u m i n a t i o n of the problems of t r a i n i n g teachers of the 
deaf to implement drama as method. 
For the purposes of the t h e s i s the following key terms are 
defined: 
Drama Methods: "When drama i s used as method, the content i s 
guided by the s u b j e c t being taught", as opposed to, "when 
drama i s the s u b j e c t to be taught, the content i s guided by 
the demands of the drama curriculum", (Morgan and Saxton^^) . 
Curriculum: "...an e x p l i c i t l y and i m p l i c i t l y i n t e n t i o n a l s e t 
of i n t e r a c t i o n s designed to f a c i l i t a t e l e a r n i n g and 
development and to impose meaning on experience", ( M i l l e r & 
S e l l e r ^ ^ ) . 
Implementation: "...implementation involved reducing the 
d i f f e r e n c e s between e x i s t i n g p r a c t i c e s and p r a c t i c e s suggested 
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by the innovation" and, "implementation i s a process of 
b e h a v i o r a l change, i n d i r e c t i o n s suggested by the innovation, 
o c c u r r i n g i n stages, over time, i f o b s t a c l e s to such growth 
are overcome" (Leithwood^^, 1982) . 
Deaf: " i s an a u d i o l o g i c a l term applied to those i n d i v i d u a l s 
who are unable to f u l l y acquire spoken l i n g u i s t i c s k i l l s 
through t h e i r auditory channel, aided or unaided. T h i s term 
a l s o encompasses those i n d i v i d u a l s w i t h i n the communication 
continuum ranging from the pure o r a l mode to a pure manual 
mode. Deaf (with a c a p i t a l D) i s a s o c i o l o g i c a l term applied 
to those i n d i v i d u a l s or groups who i d e n t i f y with the language 
and c u l t u r e of Deaf people" (Woodward^^, 1972) . 
T o t a l Communication: (TC) i s a term coined by Roy Holcomb i n 
1968 d e s c r i b i n g a " f l e x i b l e approach to communication i n 
tea c h i n g deaf c h i l d r e n " (Evans, 1982, p. 12). TC has been 
defined by the Conference of Exec u t i v e s of American Schools 
f o r the Deaf (CEASD) i n 1976 as "a philosophy incorporating 
the appropriate a u r a l , manual, and o r a l modes of communication 
i n order to ensure e f f e c t i v e communication with and among deaf 
and hearing-impaired persons" ( c i t e d i n Pahz and Pahz, 1978, 
p. 67), (Carver^^, 1989, p. 5 ) . 
Pidgin Sign E n g l i s h : The t h i r d way of si g n i n g t h a t often i s 
used when people are a l s o speaking has been c a l l e d Pidgin Sign 
E n g l i s h because i t i n v o l v e s f e a t u r e s from both sign (ASL) and 
E n g l i s h and because some l i n g u i s t s i n the 1970s thought i t 
looked l i k e a "pidgin" language. However, a more recent study 
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of t h i s kind of s i g n i n g has determined t h a t i t i s a c t u a l l y 
" f o r e i g n e r t a l k " (a way t h a t deaf people s i g n when they are 
t r y i n g t o s i g n more l i k e E n g l i s h ) and " l e a r n e r s ' grammar" (a 
way t h a t hearing people s i g n when they are not yet f l u e n t i n 
ASL).''^ 
The Problem 
The i n t r o d u c t i o n of any new method i n t o the e x i s t i n g 
r e p e r t o r i e s of t e a c h e r s w i l l mean change. Approaches to 
teaching and l e a r n i n g which have become comfortable and w e l l 
e s t a b l i s h e d may be challenged s i g n i f i c a n t l y by a new method. 
I f the t e a c h e r s ' e x i s t i n g o r i e n t a t i o n s toward education are 
s i g n i f i c a n t l y divergent from the o r i e n t a t i o n i n which the new 
method makes sense, then the teachers w i l l need to r e - o r i e n t 
themselves. For t e a c h e r s who work i n the p a r t i c u l a r context 
of education of the deaf, the use of drama-as-method may be 
q u i t e unknown and u n t r i e d . Surveys of drama a c t i v i t y i n 
Canada r e v e a l t h a t no schools f o r the deaf use drama-as-method 
i n implementing the whole curriculum or s e l e c t curriculum 
events. The dominant c o n c e p t u a l i z a t i o n of drama i n schools 
f o r the deaf i s as performance a r t or e x t r a - c u r r i c u l a r 
a c t i v i t y (Harte^^, 1990) . 
T h i s s i t u a t i o n provides some i n s i g h t i n t o the general 
o r i e n t a t i o n of education of the deaf i n r e l a t i o n to the a r t s 
i n general and drama i n p a r t i c u l a r . The A r t s i n Action Group 
(USA) s t a t e d , " C r e a t i v e educators have long recognized t h a t 
drama and other r e l a t e d drama-forms, such as dance, music. 
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t h e a t r e , v i s u a l a r t s and t e c h n i c a l s k i l l s are c r i t i c a l l y 
important to the development of the c h i l d . I r o n i c a l l y , the 
a r t s have t r a d i t i o n a l l y been assigned lowest p r i o r i t y i n 
e d u c a t i o n a l programs f o r both deaf and hearing students" 
(Timms^', 1990). I t i s perhaps s e l f - e v i d e n t t h a t the a r t s i n 
general and drama i n p a r t i c u l a r have l i t t l e v o i c e i n the 
e d u c a t i o n a l debates which a f f e c t deaf c h i l d r e n . C e r t a i n l y at 
a p o l i c y making l e v e l , and a t a school p o l i c y l e v e l , the a r t s 
f i g u r e only as e x t r a s , e x t r a - c u r r i c u l a a c t i v i t y or the school 
play. 
P a r t of the problem f o r t h i s study i s the assumptions which 
t e a c h e r s of the deaf cooperating i n the study may have about 
the a r t s - i n - e d u c a t i o n and drama i n p a r t i c u l a r and how those 
assumptions might be shaken. 
Assuming t h a t assumptions about drama can be shaken, and 
t h e r e f o r e t h a t change i s p o s s i b l e , a f u r t h e r element i n the 
problem i s how to best engage teachers of the deaf i n taking 
ownership of a medium which they think of as e x t r a - c u r r i c u l a r 
i n nature, purpose and i n t e n t i o n , and using i t as a method 
through which to implement the very t h i n g t h a t teachers 
b e l i e v e drama i s e x t r a to - the curriculum. 
A f u r t h e r element of the problem i s t h a t the c o n c e p t u a l i z a t i o n 
of c u r r i c u l u m i t s e l f may be challenged by the introduction of 
drama methods. I f t e a c h e r s of the deaf conceptualize 
c u r r i c u l u m as a textbook, a course of study or a body of 
information to be imparted to c h i l d r e n i n ways which deny the 
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'vo i c e ' of the c h i l d then these assumptions must a l s o be 
shaken i n order f o r drama to make sense. Or, i f teachers of 
the deaf c o n c e p t u a l i z e curriculum as the " a c q u i s i t i o n by 
students of b a s i c s k i l l s and c e r t a i n c u l t u r a l values and mores 
t h a t are necessary i n order to function i n s o c i e t y " ( M i l l e r & 
S e l l e r ^ " , 1985), then the values and assumptions which inform 
drama-as method may brin g c o n f l i c t , f o r such values r e f l e c t a 
t r a n s m i s s i o n p o s i t i o n . 
The i m p l i c a t i o n f o r t h i s study i s i f drama-as-method i s to 
make sense to te a c h e r s of the deaf, then i t must make sense i n 
an o r i e n t a t i o n toward education i n which i t i s t o l e r a b l e . I f 
drama-as-method were to be dropped i n t o a tra n s m i s s i o n 
o r i e n t a t i o n , the chances of f a i l u r e to implement may be high. 
I f a t r a n s m i s s i o n o r i e n t a t i o n i s dominant i n the context of 
the study, then r e - o r i e n t a t i o n w i l l be necessary. 
The Context of the Study 
T h i s study was c a r r i e d out with q u a l i f i e d Teachers of the Deaf 
(holding M.ed. D.) who cooperated with the r e s e a r c h e r i n the 
planning and implementation of drama-as-method work over a 
period of s i x months. 
Students who r e c e i v e d the drama-as-method work ranged i n age 
from t e n to t h i r t e e n y e a r s . A l l students are deaf or hearing 
impaired. The students are attending the r e s i d e n t i a l school 
i n both r e s i d e n t and day student s t a t u s . 
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The study involved e i g h t teachers of the deaf, three of whom 
became the focus f o r d e t a i l e d study. 
The school i s a f u l l y equipped r e s i d e n t i a l school, opened i n 
1987, and c o n t a i n i n g a f u l l y equipped t h e a t r e , and a resource 
c e n t e r which i s being developed. 
The Method 
The t a s k of the r e s e a r c h e r was to i l l u m i n a t e the problems of 
t e a c h e r s of the deaf as they progressed through the process of 
the implementation plans and the point of implementation. Two 
models were chosen to a i d t h i s journey. 
The Concerns Based Adoption Model (CBAM) developed by the 
Research and Development Center f o r Teacher Education a t the 
U n i v e r s i t y of Texas a t Austin. T h i s model enabled the 
r e s e a r c h e r to gather data p e r t a i n i n g to the concerns of 
t e a c h e r s as they moved through the planning and implementation 
phases, and a l s o to respond to the needs of t e a c h e r s . The 
second model i s the Innovations P r o f i l e Model developed by 
Leithwood and Montgomery (1980) and Leithwood (1982), ( M i l l e r 
and S e l l e r ^ \ 1985). The Innovations P r o f i l e Model enabled the 
r e s e a r c h e r to p r o f i l e the elements of the drama-as-method 
o r i e n t a t i o n which the t e a c h e r s would be involved with. This 
helped t o c l a r i f y f o r t e a c h e r s what they would need to do i n 
order to implement the drama-as-method work. T h i s model a l s o 
served to i d e n t i f y the areas of s k i l l s and knowledge t h a t 
11 
t e a c h e r s needed i n order to s u c c e s s f u l l y implement the 
p r o j e c t . 
Data was c o l l e c t e d from the following sources: 
Teachers were asked to keep open d i a r i e s as they went through 
the process of planning and implementation. 
Teachers were asked to respond d i r e c t l y to the r e s e a r c h e r 
through a Concerns Sheet provided by the r e s e a r c h e r . This 
channel of communication enabled the r e s e a r c h e r to respond to 
the t e a c h e r s ' needs and concerns as they went through the 
process. 
Teacher i n t e r v i e w s were conducted i n order to c r e a t e a p r o f i l e 
of the t e a c h e r s ' e x i s t i n g o r i e n t a t i o n p r i o r to the use of 
drama-as-method. 
E x t e n s i v e teacher i n t e r v i e w s were c a r r i e d out following the 
implementation of drama-as-method. 
The r e s e a r c h e r ' s f i e l d notes enabled him to analyze the 
problems as they emerged, and are not used as an evaluation 
instrument, 
The data c o l l e c t e d i s used to demonstrate the experience of 
change which the t e a c h e r s s t a t e and to i l l u m i n a t e the problems 
of t r a i n i n g the t e a c h e r s to implement using drama-as-method. 
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Chapter Two Background to the Study 
"There i s , i n the gap between our h i g h l y 
i d e a l i s t i c goals f o r schooling i n our 
s o c i e t y and the d i f f e r e n t i a t e d 
o p p o r t u n i t i e s condoned and supported, a 
monstrous hyprocisy...We w i l l only begin 
to get evidence of the p o t e n t i a l power of 
pedagogy when we dare to r i s k and support 
markedly deviant classroom p r a c t i c e s . " 
John Goodlad^ 1984 
Opening books on drama i n education, one i s immediately st r u c k 
by the f a c t t h a t they are w r i t t e n by hearing people, for 
he a r i n g c h i l d r e n . While some t e x t s deal with the deaf, i n 
c a t e g o r i e s of s p e c i a l education, (Sue Jennings^, 1974), the 
f a c t i s t h a t there are no w r i t i n g s which deal e x c l u s i v e l y with 
drama i n education and the deaf. 
"From the very e a r l y years, parents use 
drama techniques to teach t h e i r c h i l d r e n 
language. Animated faces repeat words and 
t a l k to the c h i l d about what i s happening 
long before he or she i s able to t a l k " . 
Charters & Gately^, 1986 
The quote above i n d i c a t e s the d i s t a n c e between the experience 
of hearing c h i l d r e n and such l i t e r a t u r e and the experience of 
the deaf c h i l d of hearing parents. As a s t a r t i n g point for 
the development of a background to t h i s t h e s i s , i t serves a l s o 
to i n d i c a t e the challenges which may be ahead i n using drama-
as-method with t e a c h e r s of the deaf. The f a c t t h a t "When a 
deaf c h i l d of hearing parents e n t e r s elementary school, that 
c h i l d i s t y p i c a l l y already w e l l behind c h i l d r e n with normal 
hearing i n such c r i t i c a l areas as l i n g u i s t i c p r o f i c i e n c y ( i n 
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e i t h e r spoken E n g l i s h o r i n a s i g n e d l a n g u a g e ) , f a c t u a l 
knowledge about t h e w o r l d , and s o c i a l a d j u s t m e n t " (Johnson, 
L i d d e l l and Erting*^, 1989) , makes w i d e r t h e gap between t h e 
q u o t e above and t h e c o n t e x t o f t h i s s t u d y . 
However, drama i n t h e e d u c a t i o n o f t h e deaf has a h i s t o r i c a l 
p l a c e . Whether drama has occupied a p l a c e i n t h e e d u c a t i o n o f 
t h e deaf by chance o r by d e s i g n , t h e r e i s evidence o f drama 
a c t i v i t y t h r o u g h o u t t h e h i s t o r y o f e d u c a t i o n o f deaf c h i l d r e n . 
I n 1932, two t e a c h e r s a t t h e N o r t h C a r o l i n a School i n v o l v e d 
t h e i r c h i l d r e n i n "An I m a g i n a r y T r i p f o r O r i g i n a l Language" 
(Landers^, 1932) . T h e i r r a t i o n a l e f o r t h e drama a c t i v i t y 
appears t o be t h a t "... t h e r e had been two stormy weekends, our 
Monday morning j o u r n a l s developed a sameness t h a t l a c k e d 
i n t e r e s t . T h i s was an o r i g i n a l language p e r i o d so we decided 
t h a t we s h o u l d have t o do something o r i g i n a l i n o r d e r t o be 
t r u e t o our o u t l i n e " . T h e i r work i n v o l v e d t h e c h i l d r e n i n a 
make-believe j o u r n e y t o Washington, a f t e r which t h e c h i l d r e n 
were "eager t o b e g i n w r i t i n g and t h e papers were s a t i s f a c t o r y . 
Each paper was d i f f e r e n t " ( i b i d ) . 
E a r l i e r , i n 1921, Grace D. Ely^, I n s t r u c t o r i n t h e K e n d a l l 
School, Washington D.C. s t a t e s "...determined t h a t my p u p i l s 
s h o u l d have a share i n t h e s t u d y o f t h e g r e a t d r a m a t i s t . 
About t h i s t i m e i t o c c u r r e d t o me t h a t my p u p i l s would g e t 
more u n d e r s t a n d i n g and p l e a s u r e o u t o f a p l a y i f t h e y c o u l d 
a c t u a l l y p l a y i t themselves". F o l l o w i n g t h e d r a m a t i z a t i o n o f 
t h e f i r s t p a r t o f t h e Merchant o f Venice, E l y s t a t e s , "They 
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would r e c o g n i z e any a l l u s i o n t o t h e s e s t o r i e s o r t o t h e 
c h a r a c t e r s i n them, who had become, t h r o u g h p l e a s u r a b l e study, 
r e a l p e o p l e and n o t shadows", and t h a t , "Best o f a l l , t h e 
c h i l d r e n had e x p e r i e n c e d such j o y t h r o u g h p u t t i n g themselves 
i n t h e p l a c e s o f c h a r a c t e r s and a c t i n g them o u t " . For t h e 
c h i l d r e n i n t h i s c l a s s Shakespeare ceased t o be a "taskmaster 
f u r n i s h i n g d r y d e t a i l s t o be t o i l e d over, nor (as) a mere name 
t o be remembered" (Grace D. Ely^) . 
Of a l l t h e echoes, t h i s one i s perhaps t h e most c o n s i s t e n t i n 
a l l drama work - t h a t c h i l d r e n demonstrate a m o t i v a t i o n and 
i n v e s t m e n t i n t h e i r a c t i v i t y . To c l a s s i f y t h e above a c t i v i t y 
a c c u r a t e l y i s d i f f i c u l t , however B o l t o n ' s ^ work on 
c l a s s i f i c a t i o n o f d r a m a t i c a c t i v i t y suggests, a c o m b i n a t i o n o f 
d r a m a t i c s k i l l p r a c t i c e , drama e x e r c i s e and t h e a t r e . 
I n t e r e s t i n g l y , i n t h e f i r s t example, t h e use o f t h e t e a c h e r -
i n - r o l e as t h e t e a c h e r s p l a y e d t h e p a r t o f t h e guards on t h e 
t r a i n j o u r n e y "waking up t h e c h i l d r e n as we neared Washington" 
(Landers', 1932). Not t h e t e a c h e r - i n - r o l e c o n v e n t i o n we know 
t o d a y , b u t t e a c h e r s i n v o l v e d i n t h e drama w i t h t h e c h i l d r e n . 
Both examples p o i n t t o a chance use o f drama t y p e s o f a c t i v i t y 
as opposed t o a s t r u c t u r e d c u r r i c u l u m e x p e r i e n c e . For 
examples o f t h i s , t h e 32nd meeting o f t h e Convention o f 
American I n s t r u c t o r s o f t h e Deaf p r o v i d e s some i n s i g h t . Miss 
E d i t h Jordan^° o f t h e I l l i n o i s School f o r t h e Deaf speaking on 
" C o r r e l a t i n g A r t w i t h t h e School C u r r i c u l u m " , s a i d t h a t 
"...The imp o r t a n c e o f c o r r e l a t i n g a r t w i t h such a c t i v i t i e s as 
d r a m a t i c s , m a r i o n e t t e s and h e a l t h programmes s h o u l d be g i v e n 
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w e i g h t " . And d e v e l o p i n g t h i s s t a n c e , Mrs. L o u i s T. K e l l y " o f 
t h e M i s s o u r i School, a l s o speaking o f m a r i o n e t t e s , s t a t e s , 
" T h i s a c t i v i t y i s a l s o o f g r e a t a s s i s t a n c e t o t h e t e a c h e r s o f 
r e a d i n g by d r a m a t i z i n g such s t o r i e s as " C i n d e r e l l a " and 
" L i t t l e Red R i d i n g Hood". Such a stance t o w a r d drama 
i n d i c a t e s t h e p o t e n t i a l o f drama a c t i v i t y i n t h e s e r v i c e o f 
o t h e r c u r r i c u l u m areas. However, t h e r o l e o f drama as an 
e d u c a t i o n a l t o o l w i l l n o t g a i n ground as an accepted 
c u r r i c u l u m e x p e r i e n c e f o r t e a c h e r s o f t h e deaf. 
I n h i s "Survey o f T h e a t r e A c t i v i t i e s i n American and Canadian 
Schools f o r t h e Deaf 1965-70" (AAD 1974), Jackson Davis, 
Ph.D.''^ , s t a t e s , "One no l o n g e r has t o j u s t i f y t h e v a l u e o f 
t h e a t r e f o r h e a r i n g c h i l d r e n " b u t , " l i t t l e has been done t o 
d e t e r m i n e whether t h e h e a r i n g i m p a i r e d c h i l d b e n e f i t s from 
p e r f o r m i n g on s t a g e . The v a l u e o f d r a m a t i z a t i o n s i n t h e 
c l a s s r o o m has l o n g been r e c o g n i z e d and i s w i d e l y u t i l i z e d by 
t e a c h e r s o f young deaf c h i l d r e n . But d r a m a t i z a t i o n s do n o t 
i n v o l v e t h e d i s c i p l i n e s nor t h e same t e c h n i q u e s as are 
r e q u i r e d i n a c t i n g a r o l e i n a p l a y " . The e s t a b l i s h m e n t o f 
t h e N a t i o n a l T h e a t r e o f t h e Deaf i n 1967 by David Hays c l e a r l y 
impacted on t h e development and focus o f drama i n schools f o r 
t h e Deaf f o r many yea r s t o come. However, t h e s t i m u l u s f o r 
t h e development o f t h e N a t i o n a l T h e a t r e o f t h e Deaf was n o t 
d i r e c t e d t o w a r d t h e e d u c a t i o n o f deaf c h i l d r e n i n s c h o o l . 
" N a t u r a l l y enough. Hays' concerns were a r t i s t i c and 
t h e a t r i c a l : t h e f e d e r a l government's concerns were s o c i a l " 
(Mack Scism^^, d a t e unknown) . D r i v i n g t h e e s t a b l i s h m e n t o f t h e 
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Company was t h e HEW ( H e a l t h , E d u c a t i o n and W e l f a r e ) 
Department's concern under t h e l e a d e r s h i p o f Dr. Edna Levine 
and o t h e r p s y c h o l o g i s t s and s o c i a l s c i e n t i s t s w o r k i n g i n t h e 
a r e a o f deafness, t h a t t h e y "...were p a i n f u l l y aware o f a 
f i s t f u l o f worrisome and d e b i l i t a t i n g problems f a c i n g 
America's deaf p o p u l a t i o n . There was t h e p e r v a s i v e tendency 
t o lump a l l handicapped persons t o g e t h e r , p a y i n g s c a n t 
a t t e n t i o n t o t h e i r d i f f e r i n g a b i l i t i e s o r d i f f e r i n g 
n e e d s . . . S e l f c o n s c i o u s about t h e i r i n a b i l i t y t o m o n i t o r t h e i r 
v o i c e s and l o a t h e t o use s i g n language i n p u b l i c , t h e deaf 
k e p t themselves t o themselyes and were America's g r e a t unknown 
m i n o r i t y " (Mack Scism^'^, d a t e unknown) . Hays b e l i e v e d t h a t t h e 
power o f a r t c o u l d b r i n g about change and envisaged a new 
t h e a t r e f o r m based on v i s u a l language, and t h a t what was 
p o s s i b l e was "a t o t a l l y d i f f e r e n t way o f l o o k i n g a t t h e deaf" 
( i b i d ) . 
The s t r e n g t h o f t h e Company l a y i n i t s r a d i c a l l y d i f f e r e n t way 
o f p r o j e c t i n g deafness and Deaf people, by t a k i n g a p o s i t i v e 
p o s i t i o n as opposed t o t h e dominant "educator view o f 
deafness" as s t a t e d by E r t i n g ^ ^ (1987). T h i s view i s "centered 
around t h e b e l i e f t h a t i l l i t e r a c y i n deaf persons i s t h e 
outcome o f deafness i t s e l f , w h i l e t h e l a t t e r p o s i t i v e , s o c i o -
c u l t u r a l model d i r e c t l y a t t r i b u t e s i t t o t h e ' h e a r i n g ' 
response t o deafness" (Carver^^, 1989) . I t was c l e a r l y t h e 
hope o f t h e NTD t o c o u n t e r a c t such h e a r i n g p e r c e p t i o n s o f 
deafness as a " p a t h o l o g i c a l s t a t e i n need o f ' t r e a t m e n t ' , and 
t h e deaf (as) l a r g e l y handicapped by t h e i r d e f e c t i v e h e a r i n g 
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and language f u n c t i o n s " ( i b i d ) . The work o f t h e NTD i s 
f o c u s e d h e r e because o f t h e immense impact i t had on 
p e r c e p t i o n s o f deafness, and o f Deaf people as a r t i s t s and 
c r e a t o r s o f a T h e a t r e of t h e Deaf as opposed t o f o r t h e Deaf. 
The P r i n c i p a l o f t h e Newfoundland School f o r t h e Deaf where 
t h e work o f t h i s t h e s i s t o o k p l a c e s t a t e s , "When I f i r s t saw 
t h e NTD I was s t r u c k by t h e e f f e c t i t had on t h e p u b l i c ' s 
p e r c e p t i o n o f deafness. You see a Deaf man i n t h e c o r r i d o r 
and t h e n m i n u t e s l a t e r you see him c r e a t e a m a s t e r f u l p i e c e o f 
work on t h e s t a g e . That c e r t a i n l y c h a l l e n g e s t h e p e r c e p t i o n 
o f deafness. That was why I was always i n t e r e s t e d i n h a v i n g 
drama i n my s c h o o l " . ( I n t r o d u c t o r y speech t o workshop c a r r i e d 
o u t by t h e a u t h o r , 1990). 
However, i t would s t i l l be some t i m e b e f o r e drama as a 
s u b j e c t , method, o r event i n t h e e d u c a t i o n o f deaf c h i l d r e n , 
would become a r e a l i t y a t h i s s c h o o l . The emphasis a t t h e 
s c h o o l where t h i s work i s grounded had been, as i n a l l schools 
f o r t h e d e a f , on drama as t h e a t r e . 
There i s overwhelming evidence from Jackson's r e s e a r c h t h a t 
d r a m a - a s - t h e a t r e was what was meant by drama i n schools f o r 
t h e d e a f , and even i n t h i s c o n c e p t i o n , " . . . i t s f u n c t i o n 
e d u c a t i o n a l l y becomes l e s s c l e a r " (Davis'^, 1974). The 
development o f drama-as-theatre i n s c h o o l s f o r t h e deaf was 
h i n d e r e d a l s o by "a s h o r t a g e o f t r a i n e d d i r e c t o r s . . . a n d i n 
a d d i t i o n . . . a number o f s c h o o l s w i t h nobody on t h e f a c u l t y 
r e s p o n s i b l e f o r a t h e a t r e programme" ( i b i d ) . W i t h Jackson's 
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r e s e a r c h p o i n t i n g t o b o t h t h e v a l u e o f drama-as-theatre and 
y e t t h e l a c k o f s u p p o r t f o r i t , t h e c l a s s i c a l problem i s 
c r e a t e d . The development o f drama-as-theatre, even beyond t h e 
performance c o n c e p t i o n , t o w a r d t h e development o f "a r a t i o n a l e 
f o r t h e uses o f t h e a t r e as an e d u c a t i o n a l , r e c r e a t i o n a l and 
c r e a t i v e t e c h n i q u e " (Davis^^, 1974), l e f t Jackson c a l l i n g f o r 
t r a i n i n g e s t a b l i s h m e n t s t o a c t u a l l y t r a i n t e a c h e r s , 
p a r t i c u l a r l y deaf t e a c h e r s , i n t h e f i e l d o f drama-as-theatre. 
I t i s a l s o i m p o r t a n t t o r e c o g n i z e t h a t Jackson d i s c o v e r e d 
" o n l y 18 o f t h e s c h o o l s ( i n t h e U.S. and Canada) had a t e a c h e r 
w i t h g r a d u a t e t r a i n i n g i n Speech and/or Drama" ( i b i d , my 
b o l d ) . 
Jackson s t a t e s t h a t " a d m i n i s t r a t o r s o f deaf s c h o o l s may 
c o n t i n u e t o b a l k a t c o m m i t t i n g themselves t o t h e a t r e 
programmes" u n t i l an i d e o l o g y was developed which c o u l d i n f o r m 
t h e r o l e and f u n c t i o n o f such programmes. D u r i n g t h e 
s e v e n t i e s , as Jackson p o i n t s o u t , "There were i n d i c a t i o n s . . . 
o f a widespread i n t e r e s t i n such a c t i v i t y , j u s t as t h e r e was a 
q u e s t i o n i n g o f many t r a d i t i o n a l t e a c h i n g t e c h n i q u e s i n t h e 
f i e l d " ( i b i d ) . However, Jackson's meaning o f t e a c h i n g 
t e c h n i q u e i s r e l a t e d t o t h e i s s u e s s u r r o u n d i n g communication 
method, whic h t h e development o f t h e NTD had done much t o 
f o c u s . The development o f drama was t h e r e f o r e f u n d a m e n t a l l y 
concerned w i t h , and o f t e n c o n s t r a i n e d by, t h e communication 
method, r a t h e r t h a n d e v e l o p i n g ways o f u s i n g drama t h r o u g h 
w h i c h t o t e a c h . 
19 
I n t h e e a r l y s e v e n t i e s , work d e v e l o p i n g i n psychodrama w i t h 
d eaf p e o p l e had "thrown f u r t h e r l i g h t on t h e communication 
p r o c e s s " ( C l a y t o n and Robinson^', 1971). Among t h e l i s t o f 
d i s c i p l i n e s p r o v i d i n g s e r v i c e s i n areas o f psychotherapy, 
appear psychodrama and c r e a t i v e drama. The v a l u e o f 
psychodrama t e c h n i q u e s , emanating from t h e founder o f 
psychodrama Moreno^° (1964) l i e s i n t h e " . . . v e r s a t i l i t y . . .the 
t h e r a p i s t uses m u l t i p l e communication methods: v o c a l , l i p 
r e a d i n g ; s i g n language; f i n g e r s p e l l i n g and a c t i n g " ( C l a y t o n 
and Robinson^^) . The a u t h o r s speak o f t h e p r o t a g o n i s t , warm-
up, r o l e r e v e r s a l and t h e use o f s o l i l o q u y and t h e a s i d e , 
terms w h i c h a r e f a m i l i a r t o t h e drama p r a c t i t i o n e r today. 
L a t e r t h e work o f David F. Swink^^ a t t e s t s a l s o t o t h e 
i n c r e a s e d ease o f communication because o f t h e l e s s e r 
" r e s t r i c t i o n on means o f communication". While psychodrama i s 
n o t t h e f o c u s o f t h i s s t u d y , t h e developments o f r o l e p l a y i n g 
and o t h e r c o n v e n t i o n s now regarded as p a r t o f drama i n 
e d u c a t i o n a r e a n o t h e r i m p o r t a n t p a r t o f t h e g e n e r a l background 
a g a i n s t w h i c h t h i s s t u d y t a k e s p l a c e . The i n c r e a s i n g 
awareness among t h o s e p r o f e s s i o n a l s engaged i n w o r k i n g w i t h 
d eaf people o f t h e v a l u e and use o f drama i n these ways, which 
a r e n o t t h e a t r e o r i e n t e d , i n f o r m some o f t h e same assumptions 
t h a t one m i g h t make about drama-as-method, such as i n c r e a s e d 
ease o f communication, o f g r e a t p o t e n t i a l f o r t h e classroom 
t e a c h e r o f t h e deaf, and t h e prime i s s u e i n deaf e d u c a t i o n . 
The w i d e n i n g i n t e r e s t i n a p p l i c a t i o n s o f c r e a t i v e approaches 
t o e d u c a t i o n o f deaf c h i l d r e n i n t h e l a t e s e v e n t i e s and e a r l y 
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e i g h t i e s a t t e s t s t o t h e demand f o r a l t e r n a t i v e approaches. 
P a t r i c i a Chamberlain-Rickard^^, i n d e s c r i b i n g t h e development 
o f a movement/dance programme a t t h e New York S t a t e School f o r 
t h e Deaf, p o i n t s t o t h e r e s e a r c h o f " L u r i a (1973), McKeever, 
Hoeman, F l o r i a n & Van Deventer (1976) and o t h e r s " , s t a t i n g 
t h a t t h e i r r e s e a r c h f i n d i n g s "have r e s u l t e d i n t h e argument 
t h a t deafness y i e l d s a d i f f e r e n t i n f o r m a t i o n p r o c e s s i n g 
system". P a r t o f t h e m u l t i - s e n s o r y approach advocated by 
C h a m b e r l a i n - R i c k a r d i n c l u d e s t h e use o f c r e a t i v e d r a m a t i c s . 
As p a r t o f t h e C r e a t i v e Language A r t s Program (CLAP) a t t h e 
New York S t a t e School, "Together, t h e t e a c h e r s c r e a t e a p l a y 
v e r s i o n ( o f a s o c i a l s t u d i e s s t o r y ) i n which t h e s t u d e n t s 
p o r t r a y t h e c h a r a c t e r s . I n t h e classroom, t h e t e a c h e r works 
on language, r e a d i n g s k i l l s , speech and comprehension. I n t h e 
movement and dance room, t h e language a r t s and dance t e a c h e r 
i n c o r p o r a t e d r a m a t i c s , dance and music i n t o t h e p l a y . Support 
p e r s o n n e l , such as t h e l i b r a r i a n , a r t , speech and music 
t e a c h e r s a r e o f t e n i n v o l v e d w i t h t h i s h o l i s t i c approach t o 
tea c h i n g " ^ ^ . Such a c o m b i n a t i o n o f a r t s e d u c a t i o n w i t h 
c u r r i c u l u m s t u d i e s i n a h o l i s t i c approach t o e d u c a t i o n o f t h e 
d e a f , b e g i n s t o come c l o s e t o t h e work o f t h i s t h e s i s . 
However, i t appears t h a t t h e work o f Chamberlain-Rickard i s 
performance o r i e n t e d , u s i n g such a c t i v i t y as c r e a t i n g a p l a y , 
i n w h i c h c h i l d r e n p o r t r a y c h a r a c t e r s . 
The drama-as-method work i n t h i s t h e s i s i n v o l v e s t h e d e v i s i n g 
and w r i t i n g o f a d r a m a t i c f i c t i o n , i n which b o t h c h i l d r e n and 
t e a c h e r s become engaged t h r o u g h t h e c o n v e n t i o n s o f mantle o f 
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t h e e x p e r t and r o l e p l a y . There i s no performance i n v o l v e d , 
n e i t h e r a r e t h e c u r r i c u l u m areas d e a l t w i t h s e p a r a t e l y . The 
Labrad o r P r o j e c t i s i n t e n d e d t o be a r i c h d r a m a t i c c o n t e x t 
w h i c h a c t s as a l e n s , as Neelands^^ suggests, t h r o u g h which t h e 
c h i l d r e n come i n t o d i r e c t c o n t a c t w i t h a v a r i e t y o f 
c u r r i c u l u m . C e n t r a l t o t h e d e v i s i n g o f t h e Labrador P r o j e c t , 
i s t h e s t r u c t u r i n g o f o p p o r t u n i t i e s f o r d i a l o g u e between 
c h i l d r e n and t e a c h e r s , and c h i l d r e n and c h i l d r e n . The 
Labrador P r o j e c t does n o t d r a m a t i z e t h e c u r r i c u l u m , o r p a r t s 
o f t h e c u r r i c u l u m which may l e n d themselves t o such t r e a t m e n t . 
R a t h e r , t h e Labrador P r o j e c t i s t h e v e h i c l e on which b o t h 
t e a c h e r s and c h i l d r e n access c u r r i c u l u m . I n t h i s sense, t h e 
a u t h o r has sought t o r e f l e c t t h e d r a m a t i c f i c t i o n as a " s t o r y 
u n f o l d i n g " , r a t h e r t h a n a s t o r y retold^*^. I n t h i s way, i t i s 
t h e c h a l l e n g e s and demands o f t h e d r a m a t i c f i c t i o n which d r i v e 
t h e c h i l d r e n t o w a r d t h e c u r r i c u l u m and l e a r n i n g areas t h e 
a u t h o r i n v i t e d t h e c o o p e r a t i n g t e a c h e r s t o i d e n t i f y , a t t h e 
o u t s e t o f t h i s r e s e a r c h . 
As Ch a m b e r l a i n - R i c k a r d p o i n t s o u t , "However, i n a d o p t i n g 
i n n o v a t i v e approaches, a sound e d u c a t i o n a l p h i l o s o p h y s h o u l d 
be foremost"^^. A h o l i s t i c approach i s one i n which t h e use o f 
drama-as-method makes sense. Using drama-as-method, as t h e 
Labrador P r o j e c t does, h e u r i s t i c t e a c h i n g s t y l e , i n which t h e 
t e a c h e r teaches i n ways i n which t h e c h i l d r e n d i s c o v e r f o r 
them s e l v e s , a l s o makes sense. Because t h i s t h e s i s a t t e m p t s t o 
shed l i g h t on t h e problems which may be encountered i n 
t r a i n i n g t e a c h e r s o f t h e deaf t o implement drama-as-method, 
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background t o t h e c o n t e x t o f t h e s t u d y s h o u l d a l s o a t t e m p t t o 
e s t a b l i s h what o r i e n t a t i o n s , i n t h e e d u c a t i o n o f deaf 
l i t e r a t u r e , would p r o v i d e a f o u n d a t i o n f o r t h e i n n o v a t i o n . 
I r e t u r n now t o t h e c h a l l e n g e s o f Hockersmith c o n t a i n e d i n t h e 
i n t r o d u c t i o n t o t h i s t h e s i s . W i t h i n t h e l i t e r a t u r e o f deaf 
e d u c a t i o n , can such c h a l l e n g e s be accommodated? Are t h e r e 
s i t e s on which a f o u n d a t i o n can be b u i l t f o r drama-as-method 
t o make sense? 
M i l l e r and S e l l e r ^ ^ , i n t h e i r work C u r r i c u l u m P e r s p e c t i v e s and 
P r a c t i c e , s t a t e t h e f o l l o w i n g : 
A t t h e r o o t o f i n d i v i d u a l p e r c e p t i o n i s a p a r t i c u l a r 
w o r l d v i e w o r model o f r e a l i t y . Such models o f 
r e a l i t y shape each e d u c a t o r ' s p e r s o n a l b e l i e f 
s t r u c t u r e about t h e purposes and methodologies o f 
e d u c a t i o n . I n t h i s book, we r e f e r t o these b a s i c 
b e l i e f s about what scho o l s do and how s t u d e n t s l e a r n 
as o r i e n t a t i o n s to curriculum, curriculum p o s i t i o n s , 
o r metaorientations. 
I t i s t h e case t h a t a t e a c h e r who i s i n a t r a n s m i s s i o n 
o r i e n t a t i o n t o w a r d e d u c a t i o n , t h e f u n c t i o n o f e d u c a t i o n b e i n g 
t o " t r a n s m i t f a c t s , s k i l l s , and v a l u e s t o s t u d e n t s t h r o u g h 
t r a d i t i o n a l t e a c h i n g m e t h o d o l o g i e s , p a r t i c u l a r l y t e x t b o o k 
l e a r n i n g " ^ ' ( M i l l e r and S e l l e r , 1985), would have some 
d i f f i c u l t y w i t h a medium which i s c o l l a b o r a t i v e , shared 
e x p e r i e n c e and group o r i e n t e d and c r e a t i v e . As M i l l e r and 
S e l l e r s t a t e , " t h e r e i s p r i m a r i l y one way movement t o convey 
t o s t u d e n t s c e r t a i n s k i l l s , knowledge and v a l u e s " . Jonothan 
Neelands^°, echoes t h i s v iew s t a t i n g t h a t "The a w f u l t r a g e d y o f 
t h i s model i s t h a t t h e l e a r n e r i s never a l l o w e d t o g e t t o 
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g r i p s w i t h t h e m a t e r i a l i t s e l f . The t e a c h e r ' s view i s t h a t 
h e r c h i l d r e n do n o t know enough t o be a b l e t o d e a l w i t h t h e 
m a t e r i a l d i r e c t l y " . Such a model i s e q u a l l y c r i t i c i z e d by 
Frank Smith'^ as he d i s c u s s e s t h e l e a r n i n g process, "Learning 
must be c o l l a b o r a t i v e i n t h e sense t h a t i t i s a shared t a s k i n 
w h i c h t h e l e a r n e r and t h e t e a c h e r a r e eq u a l s " . Such a 
p o s i t i o n f o r a t r a n s m i s s i o n o r i e n t e d t e a c h e r may be q u i t e 
i n t o l e r a b l e , b u t e s s e n t i a l f o r t h e s u c c e s s f u l i m p l e m e n t a t i o n 
o f drama methods. 
I n t h e l i t e r a t u r e o f deaf e d u c a t i o n , what are t h e o r i e n t a t i o n s 
i n w h i c h drama-as-method would make sense? Carver^^ i s 
p a r t i c u l a r l y c l e a r as t o h i s view. Quoting from UNESCO (1984) 
i n n o t i n g t h a t c u r r i c u l a f o r t h e e d u c a t i o n o f t h e deaf "have 
been i n e f f i c i e n t , t o o narrow and...have n o t f u l l y succeeded". 
Carver s t a t e s t h a t "Among c u r r i c u l a c o n s i d e r a t i o n s a r e : ...the 
need t o s t i m u l a t e a c t i v e and c r e a t i v e p a r t i c i p a t i o n from t h e 
c h i l d r e n " . The r e s e a r c h o f Johnson, L i d d e l l and E r t i n g " 
s t a t e s : 
I t i s our p o s i t i o n t h a t t h e f a i l u r e o f deaf 
e d u c a t i o n t o l i v e up t o i t s promise r e s u l t s , f i r s t , 
f r o m deaf c h i l d r e n ' s fundamental l a c k o f access t o 
c u r r i c u l a c o n t e n t a t grade l e v e l , and, second, from 
t h e g e n e r a l acceptance o f t h e n o t i o n t h a t below 
g r a d e - l e v e l performance i s t o be accepted o f deaf 
c h i l d r e n . The f i r s t o f th e s e problems - access -
i s , i n our o p i n i o n , l a r g e l y a language r e l a t e d 
i s s u e . The second - low e x p e c t a t i o n s - i s , we 
b e l i e v e , p r i m a r i l y an i s s u e o f v a l u e s and a t t i t u d e s 
t h a t have developed among th o s e who educate deaf 
c h i l d r e n . 
(my b o l d ) 
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Woods, Woods, G r i f f i t h and Howarth^* n o t e t h a t arguments 
p e r t a i n i n g t o t h e l i n g u i s t i c and academic achievements o f 
h e a r i n g i m p a i r e d c h i l d r e n have been i n o r d i n a t e l y focused on 
t h e communication methods, t h e y i n d i c a t e t h a t " t h e r e a l focus 
s h o u l d be on t h e s t y l e and q u a l i t y o f t h e l i n g u i s t i c and 
e d u c a t i o n a l environment". 
Carver^^ suggests "The opening up o f t h e f i e l d o f e d u c a t i o n o f 
t h e deaf t o s p e c i a l i s t s from o t h e r f i e l d s - eg. mathematics, 
s c i e n c e and l i t e r a t u r e - e s p e c i a l l y i n t h e area o f c u r r i c u l u m 
development". I t i s i n t e r e s t i n g t o note a t t h i s t i m e t h e 
words o f Joseph S. J u n e l l ^ ^ who s t a t e s , "What i s needed i f 
t h i n g s a r e t o happen between t e a c h e r and p u p i l , a re c e r t a i n 
t a l e n t s w h i c h serve as c a t a l y t i c agents i n a chemical 
r e a c t i o n . H i g h among th e s e i s t h e t e a c h e r as d r a m a t i s t - n o t 
i n t h e sense o f t h e accomplished a c t o r , b u t one s k i l l f u l l y 
t r a i n e d t o r e c o g n i z e t h o s e p a r t s o f t h e c u r r i c u l u m which l e n d 
themselves t o d r a m a t i c t r e a t m e n t " . He l a t e r s t a t e s , ' ^ " I t i s 
c u r i o u s t h a t t h e f e d e r a l government, which so generously 
d i s p e n s e t h e i r l a r g e s s on a c o n f u s i n g a r r a y o f r e s e a r c h 
p r o j e c t s , have never e n l i s t e d t h e a i d o f t h e g i f t e d d r a m a t i s t 
t o h e l p w r i t e t h e c u r r i c u l u m f o r t h e needs o f t h e c h i l d ' s 
e m o t i o n a l w o r l d " . I t would be perhaps a p p r o p r i a t e t o add 
d r a m a t i s t t o Carver's l i s t o f o t h e r s t o whom t h e c u r r i c u l u m 
s h o u l d be opened. 
Carver^* s t a t e s , " I n t h e t e a c h i n g o f r e a d i n g two t r a d i t i o n a l 
models have been i d e n t i f i e d : 'bottom-up' and 'top-down' 
(Moores, 1987; Woods, Woods, G r i f f i t h s and Howarth, 1986), t h e 
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l a t t e r f o c u s i n g on semantics, c o n t e x t and p r i o r knowledge". 
Moores s t a t e s "Bottom-up models o f r e a d i n g . . . i n c o r p o r a t e 
a n a l y t i c a l , e l e m e n t a l procedures, whereas top-down models r e l y 
more on h o l i s t i c , f u n c t i o n a l approaches" ( i b i d , my b o l d ) . But 
how c o u l d such development t a k e p l a c e , i n a p r o f e s s i o n so 
d i v i d e d a g a i n s t i t s e l f , f r om o r a l t o manual, from t r a n s m i s s i o n 
t o t r a n s f o r m a t i o n a l , between those who c a l l f o r " r e l e v a n c e " 
( T i l l i n g h a s t ' ^ ' ) , and f o r c h i l d r e n t o be c o n c e p t u a l i z e d as 
t h i n k e r s and problem s o l v e r s , (Hockersmith'^^) , and, those who 
s u b s c r i b e t o t h e n o t i o n o f t h e deaf as i n need o f t r e a t m e n t . 
The o r i e n t a t i o n t o w a r d e d u c a t i o n o f t h e deaf i s f u r t h e r 
h i g h l i g h t e d by Livingston'*^ (1986) who s t a t e s o f language 
a c q u i s i t i o n t h a t "...deaf c h i l d r e n o f h e a r i n g p a r e n t s a r r i v e 
a t s c h o o l o n l y t o b e g i n t h e language a c q u i s i t i o n process... f o r 
such c h i l d r e n , language i s n o t a c q u i r e d b u t i s ' l e a r n e d ' i n 
'language l e s s o n s ' where t h e v o c a b u l a r y and s t r u c t u r e s o f 
E n g l i s h a r e t a u g h t a c c o r d i n g t o one o r ano t h e r 'language 
c u r r i c u l u m ' " . L i v i n g s t o n goes on t o echo Carver, Woods, 
Woods, G r i f f i t h s and Howarth and Smith as she proposes t h a t 
Q u i g l e y ' s and Kretschmer's a s s e r t i o n " t h a t t h e p r i m a r y g o a l o f 
e d u c a t i o n f o r t h e deaf s h o u l d be l i t e r a c y i n E n g l i s h " should 
be accompanied by a f u r t h e r p r i m a r y g o a l o f " t h i n k i n g and 
l e a r n i n g t h r o u g h t h e development o f meaning-making and 
mean i n g - s h a r i n g c a p a c i t i e s " . L i v i n g s t o n ^ ^ , l i k e Carver, c a l l s 
f o r a c t i v e i n v o l v e m e n t o f c h i l d r e n i n a problem s o l v i n g 
approach s u p p o r t i n g t h e p o s i t i o n s above as she s t a t e s , "When 
'language i n s t r u c t i o n ' i s n o t t h e d i r e c t f o cus o f a t t e n t i o n . 
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c h i l d r e n a c t i v e l y use language t o make and convey meaning 
about t h e c o n t e n t t h e y are engaged w i t h . When s t u d e n t s use 
language i n r e a l , n o v e l ways on t h e i r own, t h e y are l e a r n i n g 
t h e language". The n o n - i n t e n t i o n a l and i n f o r m a l t e a c h i n g 
s i t u a t i o n s w h i c h a r e e s s e n t i a l t o Bruner's and Vygotsky's 
t h e o r y o f l e a r n i n g and mental development a r e , i n t h i s t h e s i s , 
t h e t h e o r e t i c a l r o o t s o f drama-as-method. 
I t i s c l e a r from a r e v i e w o f t h e l i t e r a t u r e t h a t t h e r e e x i s t s 
among some r e s e a r c h e r s and edu c a t o r s o f t h e deaf t h e view t h a t 
c h i l d r e n s h o u l d be c o n c e p t u a l i z e d as a c t i v e l e a r n e r s , problem 
s o l v e r s and t h i n k e r s . I t i s a l s o t h e case t h a t drama 
a c t i v i t i e s have been used by t e a c h e r s o f t h e deaf, even t o t h e 
e x t e n t o f wide use i n t h e view o f Davis'^'^ and Timms^^. The 
development t o w a r d s o c i o - c u l t u r a l p s y c h o l o g i e s evidenced i n 
t h e w r i t i n g s o f Carver and Woods, Woods, G r i f f i t h s and 
Howarth, (and o t h e r s ) i n f o r m e d and underpinned by t h e work o f 
Bruner, Vygotsky and F r i e r e , i n d i c a t e a s t r o n g c o n n e c t i o n 
between t h o s e who advocate such approaches and t h e p h i l o s o p h y 
o f drama-as-method. However, t h e t y p e s o f drama a c t i v i t y t h a t 
can be l o c a t e d h i s t o r i c a l l y i n t h e l i t e r a t u r e a v a i l a b l e are 
des i g n e d t o implement e x i s t i n g c u r r i c u l u m such as a programme 
o r course o f s t u d y o n l y . To t r a i n t e a c h e r s o f t h e deaf t o 
implement drama-as-method t o n o t o n l y implement programmes o r 
courses o f s t u d y , b u t a l s o t o r e a l i z e t h a t implementing drama-
as-method means t o c r e a t e c u r r i c u l u m , i s a s i g n i f i c a n t s h i f t 
i n d e f i n i n g what c u r r i c u l u m i s . 
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I n t h e development o f h i s L a b o r a t o r y School, John Dewey's 
c u r r i c u l u m (1896-1904), "...had two dimensions: t h e c h i l d ' s 
s i d e ( a c t i v i t i e s ) and t h e t e a c h e r ' s s i d e ( l o g i c a l l y o r g a n i z e d 
b o d i e s o f s u b j e c t m a t t e r : c h e m i s t r y , p h y s i c s , b i o l o g y , 
mathematics, h i s t o r y , language, music and p h y s i c a l c u l t u r e ) " . 
T h i s two d i m e n s i o n a l c u r r i c u l u m as d e s c r i b e d by Tanner^^ 
( 1 9 9 1 ) , f r o m h e r s t u d y o f t h e Dewey School, i s p a r a l l e l e d by 
Gilham'^^ i n h i s concept o f "The ' p l a y ' f o r t h e c h i l d r e n / t h e 
' p l a y ' f o r t h e t e a c h e r " . 
I n drama e d u c a t i o n , t h e v a l u e o f what c h i l d r e n a l r e a d y know, 
what t h e y b r i n g w i t h them t o t h e classroom, i s w e l l accepted. 
Dewey p u t s b e s t t h e i m p l i c a t i o n o f what t h e c h i l d a l r e a d y 
knows o r has e x p e r i e n c e d when he s t a t e s "We must d i s c o v e r what 
t h e r e i s l y i n g w i t h i n t h e c h i l d ' s p r e s e n t sphere o f experience 
( o r w i t h i n t h e scope o f e x p e r i e n c e s which he can e a s i l y g e t ) 
w h i c h deserves t o be c a l l e d g e o g r a p h i c a l . I t i s n o t t h e 
q u e s t i o n o f how t o t e a c h t h e c h i l d geography, b u t f i r s t o f a l l 
t h e q u e s t i o n o f what geography i s f o r t h e c h i l d " (Tanner^^) . 
Neelands^^ echoes t h i s p o s i t i o n as he s t a t e s t h e s e p a r a t i o n , 
" I n s c h o o l s t h a t f o s t e r a t r a d i t i o n a l c u r r i c u l u m , s u p e r i o r 
s t a t u s i f o f t e n a t t a c h e d t o t h o s e d i s c i p l i n e s / f o r m s o f 
knowledge whic h c l e a r l y s e p a r a t e t h e s c i e n t i f i c ( i n t h e 
b r o a d e s t sense) from t h e p e r s o n a l and i n t u i t i v e " . The view o f 
l e a r n i n g w h i c h i s dominant i n drama i n e d u c a t i o n i s one which 
" f i r m l y r e c o g n i z e s t h e c h i l d ' s own r e s o u r c e s f o r l e a r n i n g as 
v a l i d and u s e f u l t o o l s f o r classroom use. C h i l d r e n are n o t 
seen as p a s s i v e r e c i p i e n t s b u t as a c t i v e meaning-makers 
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( i b i d ) . T h i s echoes L i v i n g s t o n ' s c a l l f o r meaning-making, 
meaning-sharing c a p a c i t i e s . However, a c c o r d i n g t o Johnson, 
L i d d e l l and E r t i n g (1989), t h e view o f t h e c h i l d coming t o 
drama i n a deaf e d u c a t i o n c o n t e x t w i l l n o t be congruent w i t h 
Neelands'*' n e x t a s s e r t i o n t h a t c h i l d r e n "...have a l r e a d y made 
c o n s i d e r a b l e l e a r n i n g p r o g r e s s i n t h e i r immediate environment 
b e f o r e t h e y ever come t o s c h o o l " (p. 2 ) . The l i t e r a t u r e 
s t a t e s t h a t deaf c h i l d r e n o f h e a r i n g p a r e n t s i n p a r t i c u l a r 
come t o s c h o o l w i t h much l e s s t h a n t h e i r h e a r i n g c o u n t e r p a r t s 
who have had a l i n g u i s t i c symbol system t o mediate l i f e 
e x p e r i e n c e s and knowledge w i t h . However, s t u d i e s o f deaf 
c h i l d r e n ' s p l a y r e v e a l t h a t deaf c h i l d r e n do n o t p l a y a t a 
q u a l i t a t i v e l y l o w e r l e v e l t h a n t h e i r h e a r i n g c o u n t e r p a r t s , b u t 
o n l y a t a q u a n t i t a t i v e l e v e l i s t h e r e s i g n i f i c a n t d i f f e r e n c e 
(Lynne F i r s e l Mann^°) . 
To compensate f o r t h e s e d e f i c i t s , Maxwell^^ s t a t e s , "Teachers 
o f t h e deaf have an a d d i t i o n a l r e s p o n s i b i l i t y t o p r o v i d e 
i n f o r m a t i o n and e x p e r i e n c e s t h a t r e g u l a r s c h o o l t e a c h e r s can 
u s u a l l y t a k e f o r g r a n t e d " . Indeed, as Maxwell goes on t o say, 
"Too many y e a r s have passed i n l i n g u i s t i c i s o l a t i o n . We have 
t o t e a c h 'non-school s t u f f , a l s o . Some o f us have f e l t t h e 
need t o inform t h e c h i l d r e n so s t r o n g l y t h a t we have had t o 
bypass language t e a c h i n g , f e e l i n g language a c t u a l l y impedes 
l e a r n i n g i n f o r m a t i o n " . The f e l t need t o g i v e i n f o r m a t i o n 
about t h e w o r l d and t o p r o v i d e experiences b e f o r e language can 
be t a u g h t i s indeed a g r e a t d i f f i c u l t y as expressed by t h i s 
p r o f e s s o r . Maxwell c a l l s t h i s i n f o r m a t i o n "non-school s t u f f " 
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meaning t h a t knowledge and e x p e r i e n c e which Neelands r e f e r s t o 
( h e a r i n g ) c h i l d r e n b r i n g i n g t o s c h o o l . However, t h e v e r y 
l a b e l "non-school" i n d i c a t e s a c u r r i c u l u m p o s i t i o n i n which 
what c h i l d r e n a l r e a d y know, and s c h o o l ways o f knowing a r e i n 
c o n f l i c t . Maxwell goes on t o say "School must mean, f i r s t o f 
a l l , r e a d i n g , w r i t i n g and c i p h e r i n g ( a r i t h m e t i c ) " , b u t goes on 
t o say t h a t "Recent changes have seen t h e s c h o o l more and more 
t a k i n g r e s p o n s i b i l i t y f o r immediate w o r l d knowledge from t h e 
home. Schools f o r t h e deaf have t h a t r e s p o n s i b i l i t y more 
s u r e l y t h a n o t h e r s c h o o l s " ( i b i d ) . 
The i m p l e m e n t a t i o n o f drama-as-method i n which t h e background 
e x p e r i e n c e and knowledge o f t h e c h i l d r e n i s a v i t a l p a r t , w i l l 
need t o t a k e n o t e o f t h e d e a r t h o f background knowledge f e l t 
by t e a c h e r s t o be t h e case due t o t h e l i m i t e d language 
c a p a c i t y o f deaf c h i l d r e n . 
The o r i e n t a t i o n t o w a r d c u r r i c u l u m i n which drama makes sense 
i s one i n w h i c h t h e two ' p l a y s ' o f c h i l d r e n and t e a c h e r are a 
dynamic system r a t h e r t h a n s e p a r a t e systems o f knowing and 
e x p e r i e n c i n g . The use o f draraa-as-method, t o implement 
c u r r i c u l u m , i s dependent on c o n s t r u c t i n g o p p o r t u n i t i e s t o 
l e a r n t h r o u g h what F r i e r e ^ ^ has c a l l e d a " d i a l o g i c approach t o 
t e a c h i n g and l e a r n i n g " , as opposed t o " a n t i - d i a l o g i c a l " f o r as 
F r i e r e " s t a t e s , " Without d i a l o g u e , t h e r e i s no communication, 
and w i t h o u t communication, t h e r e i s no e d u c a t i o n " . Carver^^ 
s t a t e s , " T h i s i s an e s p e c i a l l y i m p o r t a n t o b s e r v a t i o n as 
d i a l o g u e p r o v i d e s t h e p r a g m a t i c s u p p o r t c r u c i a l t o 
communication and l i n g u i s t i c competency". Such a d i a l o g i c a l 
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approach t o c u r r i c u l u m would n o t make sense i n a t r a n s m i s s i o n 
i d e o l o g y where, as has been s t a t e d , a one way process i s t h e 
model. 
As F r i e r e and Shor s t a t e ^ ^ , "Dialogue i s a moment when humans 
meet t o r e f l e c t on t h e i r r e a l i t y as t h e y make i t and remake 
i t " . They f u r t h e r s t a t e t h a t " . . . t o t h e e x t e n t t h a t we are 
communicative b e i n g s who communicate t o each o t h e r as we 
become more a b l e t o t r a n s f o r m our r e a l i t y , we are a b l e t o know 
t h a t we know, w h i c h i s something more t h a n j u s t knowing". The 
use o f d i a l o g u e approaches i s one i n which, " . . . t h e o b j e c t t o 
be known i s n o t an e x c l u s i v e possession o f one o f t h e s u b j e c t s 
d o i n g t h e knowing" ( i b i d ) . T h i s has i m p l i c a t i o n s f o r t h e 
t e a c h e r s c o o p e r a t i n g i n t h i s s t u d y . As F r i e r e and Shor 
s t a t e ^ ^ , "knowledge o f t h e o b j e c t t o be known i s n o t t h e s o l e 
p o s s e s s i o n o f t h e t e a c h e r who g i v e s s t u d e n t s knowledge i n t h i s 
g r a c i o u s g e s t u r e " , r a t h e r , " t h e o b j e c t t o be known mediates 
t h e two c o g n i t i v e s u b j e c t s . I n o t h e r words, t h e o b j e c t t o be 
known i s p u t on t h e t a b l e between t h e two s u b j e c t s o f knowing. 
They meet around i t and t h r o u g h i t f o r mutual i n q u i r y " ( i b i d ) . 
T h i s m u t u a l i t y s u p p o r t s Smith's view t h a t l e a r n i n g be a shared 
t a s k w i t h p u p i l s and t e a c h e r s as e q u a l s . 
C e c i l y O ' N e i l l ^ ^ s t a t e s , "Of t h e many t e a c h i n g s t r a t e g i e s 
l i k e l y t o promote d i a l o g u e , t h e approach which has t h e 
g r e a t e s t p o t e n t i a l and y e t i s t h e l e a s t o f t e n used i s drama i n 
e d u c a t i o n - where s t u d e n t s and t e a c h e r s c o - c r e a t e f i c t i o n a l 
r o l e s and c o n t e x t s , i n o r d e r t o e x p l o r e and r e f l e c t on some 
i s s u e , concept, r e l a t i o n s h i p , o r event". O ' N e i l l goes on t o 
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s t a t e t h a t " T h i s k i n d o f drama i s a complex, many f a c e t e d 
p r o c e s s , a shared l e a r n i n g e x p e r i e n c e . . . l i t t l e t o do w i t h t h e 
k i n d o f ' c r e a t i v e d r a m a t i c s ' which may focus on i n d i v i d u a l 
pantomime, s k i l l s t r a i n i n g , t h e re-enactment o f a s t o r y o r t h e 
p r e s e n t a t i o n o f an i m p r o v i s e d p l a y " ( i b i d ) , as i n t h e 
R i c k a r d ' s example. I t i s c l e a r t h a t t h e t y p e o f drama 
a c t i v i t y c i t e d i n t h e l i t e r a t u r e o f drama i n deaf e d u c a t i o n i s 
o f t h i s l a t t e r t y p e . 
The r e s e a r c h e r has drawn upon those deaf and h e a r i n g educators 
o f t h e deaf who c a l l f o r approaches t o e d u c a t i o n o f deaf 
c h i l d r e n i n which t h e c h i l d r e n a r e c o n c e p t u a l i z e d as: a c t i v e 
p a r t i c i p a n t s , problem s o l v e r s , t h i n k e r s , b r i n g i n g what t h e y 
know and g e t t i n g t h a t a c t i v e on t o what i s t o become known 
t h r o u g h a d i a l o g i c a l approach t o e d u c a t i o n i n which t h e 
t e a c h e r and s t u d e n t s l e a r n t o g e t h e r i n a shared c o l l a b o r a t i v e 
approach. T h i s b e g i n s t o i d e n t i f y a sound b a s i s f o r t h e 
i m p l e m e n t a t i o n o f drama-as-method. 
A f u r t h e r v i e w o f a p s y c h o l o g i c a l n a t u r e needs t o be drawn. 
As Dewey^^ w r o t e i n "The P s y c h o l o g i c a l Aspect o f t h e School 
C u r r i c u l u m " (Dewey, 1897) , "Geography i s n o t o n l y a s e t o f 
f a c t s and p r i n c i p l e s which may be c l a s s i f i e d and discussed by 
them s e l v e s ; i t i s a l s o a way i n which some a c t u a l i n d i v i d u a l 
t h i n k s and f e e l s t h e w o r l d . I t must be t h e l a t t e r b e f o r e i t 
can become t h e for m e r " . As Tanner p o i n t s o u t , "Each s u b j e c t 
i s n o t o n l y a body o f f a c t s b u t a form o f l i v i n g p e r s o n a l 
e x p e r i e n c e " . The i m p l i c a t i o n f o r t e a c h e r s t h e r e f o r e i s t o 
b e g i n from t h e p r e s e n t sphere o r scope o f experiences which 
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t h e c h i l d can e a s i l y g e t , as Dewey s t a t e d . So o f t e n , and as 
has been quoted from Maxwell^', t h i s i s regarded as non-school 
s t u f f i n v a l i d i n t h e ' r e a l ' work o f t e a c h i n g . From a 
V y g o t s k i a n p e r s p e c t i v e on l e a r n i n g and development, i n which 
l e a r n i n g o c c u r s f i r s t on t h e i n t e r - p s y c h o l o g i c a l plane t h e n 
becomes t h e p r o p e r t y o f t h e c h i l d on t h e i n t r a - p s y c h o l o g i c a l 
p l a n e (Vygotsky^°) , what t h e c h i l d knows, makes and shares i s a 
v i t a l p a r t o f t h e d i a l o g u e approach. And as O'Neill'^^ s t a t e s , 
" I f we a r e t o e s t a b l i s h i n our classrooms d i a l o g u e which i s 
c r e a t i v e and r e f l e c t i v e , we must c o n s i d e r . . . t h e k i n d s o f 
r e l a t i o n s h i p s w h i c h w i l l make i t l i v e " (my b o l d ) . 
U s i n g drama, means d i a l o g u e , "Since d i a l o g u e i s a t t h e h e a r t 
o f e v e r y d r a m a t i c encounter..." (O'Neill^^) . The e d u c a t i o n a l 
i m p l i c a t i o n s o f t h e d i a l o g u e approach, f o r t h e t e a c h e r , are 
how t o s e t up such r e l a t i o n s h i p s , so d i f f e r e n t perhaps from 
one's r e g u l a r classroom p r a c t i c e . What are t h e p o t e n t i a l s o f 
a d i a l o g u e approach, i s n o t t e l l i n g c h i l d r e n enough? 
The work o f Vygotsky i s i n c r e a s i n g l y i m p o r t a n t i n a p p r a i s i n g 
t e a c h e r s o f t h e v a l u e o f drama. Davis's^^ a r t i c l e on Drama 
L e a r n i n g and Ment a l Development proposes t h a t " e a r l y 
approaches t o development t h r o u g h drama were f l a w e d by f a l s e 
t h e o r i e s o f m e n t a l development", and he argues f o r a 
V y g o t s k i a n p e r s p e c t i v e o f mental development i n which "For 
Vygotsky... t h e r o l e o f a d u l t s , (and peers as w e l l ) , i s 
c r u c i a l " . Woods, Woods, G r i f f i t h s and Howarth*^ s t a t e i n t h e i r 
m a j o r work "Teaching and T a l k i n g t o Deaf C h i l d r e n " (1986), 
t h e i r " . . . t h e o r e t i c a l r o o t s a r e t o be found i n t h e ideas o f 
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V ygotsky (1962) and Bruner (1966, 1983)". Of p a r t i c u l a r 
i n t e r e s t t o t h i s s t u d y o f drama-as-method i n deaf e d u c a t i o n , 
i s t h a t t h e y p o i n t o u t t h a t "The c e n t r a l f e a t u r e o f Vygotsky's 
and Bruner's approaches t o t h e st u d y o f t h e human mind i s a 
fundamental emphasis on t h e r o l e p l a y e d by a d u l t - c h i l d 
i n t e r a c t i o n i n t h e formation o f i n t e l l i g e n c e and competence" 
( i b i d , my b o l d ) . T h i s s t u d y , b e i n g concerned w i t h 
i l l u m i n a t i n g t h e problems o f t e a c h e r s o f t h e deaf implementing 
drama-as-method i s concerned w i t h how t e a c h e r s o f t h e deaf may 
c o n c e p t u a l i z e t e a c h e r - c h i l d r e l a t i o n s h i p s , and a l s o how t h e y 
may be changed and o r i e n t e d t o w a r d t h e j o i n t approach 
r e f e r e n c e d e a r l i e r from Carver, F r i e r e , Smith and Woods, Woods 
and G r i f f i t h s and Howarth. 
The work o f engaging t e a c h e r s o f t h e deaf i n t h e 
i m p l e m e n t a t i o n o f drama-as-method, which may r e q u i r e 
s i g n i f i c a n t changes i n t h e t e a c h e r , i s n o t assumed t o be an 
easy t a s k . The k i n d s o f r e l a t i o n s h i p s suggested by a 
V y g o t s k i a n p e r s p e c t i v e may be q u i t e d i f f e r e n t t o t h e 
c o o p e r a t i n g t e a c h e r s ' s t a n c e . The l i t e r a t u r e o f deaf 
e d u c a t i o n r e f e r e n c e d c e r t a i n l y a t t e s t s t o t h i s p r o b a b i l i t y , 
i n d e e d i t i s h i g h l y l i k e l y t h a t t h e c o o p e r a t i n g t e a c h e r s w i l l 
f i n d such approaches q u i t e new, e s p e c i a l l y i f t h e y are 
t r a n s m i s s i o n o r i e n t e d . 
Neelands^^ has a l r e a d y a t t e s t e d t o t h e " a w f u l t r a g e d y " o f t h e 
t r a n s m i s s i o n model (1984). He proposes a d i f f e r e n t s e t o f 
r e l a t i o n s h i p s a t work i n drama, a model which c r e a t e s t h e k i n d 
o f r e l a t i o n s h i p s O ' N e i l l c a l l s f o r , i n which b o t h t h e t e a c h e r 
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and c h i l d r e n a r e i n d i a l o g u e w i t h each o t h e r and w i t h t h e 
c u r r i c u l u m . As c u r r i c u l u m t h e o r i s t s p o i n t o u t ( M i l l e r & 
S e l l e r ^ ^ , 1986; E i s e n e r and Valance^, 1974), such models can be 
found i n t r a n s a c t i o n a l o r t r a n s f o r m a t i o n a l o r i e n t a t i o n s toward 
c u r r i c u l u m . The c o n c e p t u a l i z a t i o n o f t h e c h i l d r e n as 
l e a r n e r s , i n such a s e t t i n g , mean t h a t t h e " r o l e o f t h e 
t e a c h e r " , t h e " l e a r n i n g p rocess", t h e " l e a r n i n g environment", 
" e d u c a t i o n a l aims" ( t o some e x t e n t ) and how " e v a l u a t i o n o f 
such l e a r n i n g s h o u l d be c a r r i e d o u t " ( M i l l e r & S e l l e r ^ ^ ) , may 
need t o change i f t h e t e a c h e r s o f t h e deaf o r i e n t a t i o n i s 
d i v e r g e n t from t h o s e i n which d i a l o g u e and so drama-as-method 
make sense. 
I n s e a r c h i n g t h e l i t e r a t u r e o f deaf e d u c a t i o n f o r o r i e n t a t i o n s 
w h i c h l a y a f i r m f o u n d a t i o n f o r t h e i n n o v a t i o n o f drama-as-
method t o make sense, a h o l i s t i c , p r o b l e m - s o l v i n g , a c t i v e 
l e a r n i n g approach, i n which l e a r n i n g i s a c o l l a b o r a t i v e and 
shared e x p e r i e n c e has been l o c a t e d . The w i d e n i n g o f t h e scope 
o f c u r r i c u l u m i s c a l l e d f o r , and g r e a t e r access t o i t f o r deaf 
c h i l d r e n . Low e x p e c t a t i o n s , a r e s u l t o f t h e v a l u e s and 
a t t i t u d e s o f t h o s e who educate deaf and h e a r i n g i m p a i r e d 
c h i l d r e n , has been c i t e d as a problem. The s t y l e and q u a l i t y 
o f t h e e d u c a t i o n a l s e t t i n g and t h e manner o f communication, as 
opposed t o t h e method, a r e i d e n t i f i e d as t h e r e a l f o c u s . The 
d e f i c i t model o f deaf e d u c a t i o n i s r e j e c t e d i n f a v o r o f t h e 
p o s i t i v e model, i n which t e a c h e r s expect c h i l d r e n t o be a b l e 
t o succeed. 
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The k i n d o f classroom imaged t h r o u g h t h e above, w h i l e 
a cknowledging deafness ( t h e i n a b i l i t y o f i n d i v i d u a l s t o f u l l y 
a c q u i r e spoken l i n g u i s t i c s k i l l s t h r o u g h t h e i r a u d i t o r y 
c h a n n e l ) , i s n o t a classroom i n which deafness d r i v e s t h e 
p e d a g o g i c a l s t a n c e . 
Carver*^ has s t a t e d , " I t may be t h a t deafness i s n o t j u s t a 
b i o l o g i c a l o r g e n e t i c problem b u t a l s o a s o c i a l l y c o n s t r u c t e d 
one". The r e s e a r c h e r i n v i t e s t e a c h e r s o f t h e deaf, 
c o o p e r a t i n g i n t h i s s t u d y , t o f o l l o w Webster's*^ s u g g e s t i o n , 
t h a t " . . . i t may be more e f f e c t i v e t o m o d i f y t h e l e a r n i n g 
s i t u a t i o n t h a n t h e c h i l d " , and Wallace^' (p. 7 1 ) , who notes, 
" E d u c a t i o n o f t h e deaf would be g r e a t l y enhanced i f educators 
viewed t h e deaf s t u d e n t s as a c t i v e l e a r n e r s " . Carver^" s t a t e s , 
"While t h e r e i s a c o n n e c t i o n between h e a r i n g l o s s degree and 
t h e r e a d i n g and w r i t i n g a b i l i t i e s o f deaf persons, i t does n o t 
f o l l o w t h a t deafness i s a d i r e c t cause o f i l l i t e r a c y i n deaf 
p e r s o n s . . . t h e q u a l i t y o f t e a c h i n g a l s o p l a y s a c r u c i a l r o l e , 
and t h e d e f i c i t model o r i e n t a t i o n o f so many t e a c h e r - t r a i n i n g 
programmes i s p r o b a b l y t h e c h i e f f a c t o r why so many w e l l -
i n t e n t i o n e d t e a c h e r s have f a i l e d " . Carver goes on t o s t a t e , 
" D i a l o g u e has been i d e n t i f i e d as c r u c i a l t o t h e e d u c a t i o n a l 
p r o c e s s , and i f t e a c h e r s do n o t communicate i n a manner t h a t 
can be e a s i l y u n d e r s t o o d and u t i l i z e d . . . t h e n t h e r e i s n e i t h e r 
d i a l o g u e n or e d u c a t i o n " ( i b i d , my b o l d ) . 
Woods, Woods, G r i f f i t h s and Howarth^^ s t a t e , " I t may prove t o 
be t h e case t h a t t h e b a s i s f o r s u c c e s s f u l communication and 
l e a r n i n g l i e s i n t h e manner r a t h e r t h a n , o r i n a d d i t i o n t o . 
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t h e mode o f communication" (my b o l d ) . They go on t o suggest 
t h a t " l o o k i n g s y s t e m a t i c a l l y a t 'processes' o f communication 
and t e a c h i n g . . . " , i s where answers w i l l be f o r t h c o m i n g ( i b i d ) . 
The r e s e a r c h e r acknowledges deafness as a f a c t o r i n t h i s work. 
However, t h e f o c u s o f t h i s t h e s i s i s on moving t e a c h e r s o f t h e 
deaf f r o m a t r a d i t i o n a l , t r a n s m i s s i o n o r i e n t a t i o n , toward a 
t r a n s a c t i o n a l , problem s o l v i n g , h o l i s t i c , h e u r i s t i c approach 
i n w h i c h drama-as-method makes sense. I f t h e i m p l e m e n t a t i o n 
i s t o be e f f e c t i v e , t h e t e a c h e r s must change t h e r e l a t i o n s h i p s 
i n t h e classroom f r o m c o n t r o l l i n g p o s i t i o n s , w i t h c h i l d r e n 
dependent upon them, t o w a r d one i n which c h i l d r e n g a i n 
i n c r e a s e d s e l f - r e g u l a t i o n , w i t h t h e t e a c h e r as s e r v a n t t o t h e 
proc e s s o f e d u c a t i o n . How can t e a c h e r s be t r a i n e d o r 
f a c i l i t a t e d t o do t h i s , f o r t e a c h e r s may assume t h a t t h i s 
change i s e i t h e r n o t p o s s i b l e o r d e s i r a b l e depending on t h e i r 
o r i e n t a t i o n s . 
F r e i r e ^ ^ s t a t e s , "We don't c o n v e r t o u r s e l v e s j u s t because o f 
some speeches we h e a r . . . t h e r e have t o be some l e v e l s o f 
p r a c t i c e t o make t h e t r a n s f o r m a t i o n , moments o f experience 
t h a t make t h e c o n v e r s i o n " (1987). The approach t o c r e a t i n g 
such r e l a t i o n s h i p s i n t h i s r e s e a r c h i s t h e r e f o r e a p r a c t i c a l 
one. S h o r ^ s t a t e s about such changes, "What many t e a c h e r s 
want t o know i s how much e x t r a work i s i n v o l v e d , what new 
t h i n g s do I have t o l e a r n ? T r a d i t i o n a l methods, t h e t r a n s f e r 
o f knowledge approaches, are burdensome p r e c i s e l y because t h e y 
c a n ' t work! They produce a tremendous s t u d e n t r e s i s t a n c e we 
have t o t r e k t h r o u g h i n c l a s s . The d i a l o g i c a l method i s work 
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a l s o , b u t i t h o l d s o u t a p o t e n t i a l c r e a t i v i t y and b r e a k t h r o u g h 
w h i c h g i v e s i t unusual rewards, mutual i l l u m i n a t i o n " (1987) . 
I n J a r d i n e ' s ^ ^ work on Play and Hermeneutics, he s t a t e s , "The 
u n d e r l y i n g i n t e r e s t i n t h i s form o f u n d e r s t a n d i n g i s t h e 
accomplishment, development and r i s k o f i n t e r s u b j e c t i v e 
u n d e r s t a n d i n g " . He goes on t o s t a t e , "Hermeneutic 
u n d e r s t a n d i n g i s e s s e n t i a l l y d i a l o g i c a l , s i n c e mutual 
u n d e r s t a n d i n g presupposes a t t h e o u t s e t t h a t more t h a n one 
v o i c e i s h e a r d " ( i b i d ) . The classroom s h o u l d be n e i t h e r 
u n i v o c a l , as i n t h e t r a d i t i o n a l t r a n s m i s s i o n o r i e n t a t i o n , nor 
s h o u l d i t be t h a t people a r e r e p l a c e a b l e w i t h o t h e r s . A l l 
c h i l d r e n a r e i m p o r t a n t i n t h e drama process w i t h t h e t e a c h e r 
i n a j o i n t c o l l a b o r a t i v e a c t i v i t y . What i s t o become known, 
as F r i e r e s t a t e s , i s p u t on t h e t a b l e between t e a c h e r and 
c h i l d r e n and c h i l d r e n and c h i l d r e n . And as Shor has p o i n t e d 
o u t , i t i s a c r e a t i v e process o f coming t o know, r a t h e r t h a n 
t r a n s m i t t i n g t o c h i l d r e n as p a s s i v e r e c e i v e r s . T h i s a c t i v e 
p a r t i c i p a t i o n i n d i a l o g u e i s c r e a t e d t h r o u g h t h e d r a m a t i c 
e n c o u n t e r s i n The Labrador P r o j e c t i n t h i s s t u d y . 
J a r d i n e ' s " r i s k o f i n t e r s u b j e c t i v e u n d e r s t a n d i n g " i s f u r t h e r 
i l l u m i n a t e d by Rommetveit's work on t h e A r c h i t e c t u r e o f 
I n t e r s u b j e c t i v i t y ^ ^ . He s t a t e s , "Communication aims a t 
t r a n s c e n d e n c e o f t h e ' p r i v a t e ' w o r l d s o f t h e p a r t i c i p a n t s . I t 
s e t s up what we m i g h t c a l l ' s t a t e s o f i n t e r s u b j e c t i v i t y ' " . 
Rommetveit has argued t h a t i n v e s t i g a t o r s " o v e r l o o k t h e i s s u e 
o f how communicative b e h a v i o r c r e a t e s and t r a n s f o r m s a 
s i t u a t i o n " and t h a t t h e y have focused " i n s t e a d on how an 
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u t t e r a n c e s i m p l y adds t o p r e - e x i s t i n g i n f o r m a t i o n " 
(Rommetveit^^) . For t h e c r e a t i v e p a r t n e r s h i p i n drama, between 
t e a c h e r and c h i l d r e n , as Rommetveit s t a t e s , "The problem o f 
i n t e r s u b j e c t i v i t y becomes...a q u e s t i o n c o n c e r n i n g i n what 
sense and under what c o n d i t i o n s two persons who engage i n a 
d i a l o g u e can t r a n s c e n d t h e i r d i f f e r e n t p r i v a t e w o r l d s " . 
The concept o f t h e " p l a y f o r t h e t e a c h e r / p l a y f o r t h e p u p i l " 
(Gilham^) f u r t h e r i l l u s t r a t e s how c h i l d r e n and a d u l t s d e f i n e 
s i t u a t i o n s d i f f e r e n t l y . Wertsch^^ proposes t h a t an a d u l t and a 
c h i l d o p e r a t i n g i n Vygotsky's zone o f p r o x i m a l development, 
o f t e n b r i n g d i v e r g e n t s i t u a t i o n d e f i n i t i o n s t o a t a s k s e t t i n g , 
and may be c o n f r o n t e d w i t h severe problems o f e s t a b l i s h i n g and 
m a i n t a i n i n g i n t e r s u b j e c t i v i t y . D a v i s ^ s t a t e s , "For 
V y g o t s k y t h e r o l e o f a d u l t s , (and peers as w e l l ) , i s 
c r u c i a l . . . w h a t t h e c h i l d can a l r e a d y do demonstrates t h e end 
p r o d u c t s o f development, whereas what i n t e r e s t s Vygotsky i s 
what i s embryo, what i s m a t u r i n g , t h e 'buds'". The Zone o f 
P r o x i m a l development i s t h e d i s t a n c e between t h e a c t u a l 
development l e v e l as d e t ermined by independent problem s o l v i n g 
and t h e l e v e l o f p o t e n t i a l development as determined t h r o u g h 
problem s o l v i n g under a d u l t guidance o r i n c o l l a b o r a t i o n w i t h 
more capable p e e r s " (Vygotsky°°) . As Woods, Woods, G r i f f i t h s & 
Howarth have t a k e n t h e same p o s i t i o n as Davis i n r e c o g n i z i n g 
t h e i m p o r t a n c e o f c h i l d - a d u l t i n t e r a c t i o n as t h e source o f new 
knowledge and competence, t h e r e i s a s i g n i f i c a n t c o n n e c t i o n 
between t h e p s y c h o l o g i c a l r o o t s i n b o t h deaf e d u c a t i o n and 
drama. Such a p o s i t i o n t o w a r d t e a c h i n g and l e a r n i n g , and t h e 
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c o n s t r u c t i o n o f l e a r n i n g o p p o r t u n i t i e s , r e q u i r e p a r t i c u l a r 
k i n d s o f r e l a t i o n s h i p s i n t h e classroom t o make d i a l o g u e 
p o s s i b l e . 
The c h a l l e n g e f o r t h e t e a c h e r w o r k i n g i n t h e s e ways, 
r e c o g n i z i n g t h a t c h i l d r e n a r e d e f i n i n g t h e s i t u a t i o n i n ways 
d i f f e r e n t l y t o t h e t e a c h e r i s , " t o communicate w i t h t h e c h i l d 
such t h a t t h e l a t t e r can p a r t i c i p a t e a t l e a s t i n a minimal way 
i n i n t e r - p s y c h o l o g i c a l f u n c t i o n i n g and can e v e n t u a l l y come t o 
d e f i n e t h e t a s k s e t t i n g i n a new, c u l t u r a l l y a p p r o p r i a t e way" 
( Rogoff and Wertsch°^) . They f u r t h e r s t a t e t h a t "This process 
b e g i n s w i t h t h e a d u l t d o i n g most o f t h e c o g n i t i v e work", and, 
" T h i s phase i s f o l l o w e d by one i n which t h e a d u l t and c h i l d 
s hare t h e r e s p o n s i b i l i t y . F i n a l l y t h e c h i l d i s asked t o 
p e r f o r m i n d e p e n d e n t l y " . I n t h e Labrador P r o j e c t , f o r example, 
p a r t o f t h e f u n c t i o n o f t h e t e a c h e r - i n - r o l e as Mendoza i s t o 
s t r u c t u r e f o r t h i s t o happen t h r o u g h l o w e r i n g s t a t u s t o t h e 
one who does n o t know. The work o f Bruner and h i s concept o f 
s c a f f o l d i n g s u p p o r t s Vygotsky's approach and i s a l s o a t t h e 
r o o t s o f t h e work o f Woods, Woods, G r i f f i t h s and Howarth. I f 
t h e metaphor o f s c a f f o l d i n g i s u s e f u l , i t i s so because we 
a l s o remove s c a f f o l d i n g when i t i s no l o n g e r needed t o support 
t h e b u i l d i n g , and as Rommetveit suggests, "...a l i s t e n e r o f t e n 
must c r e a t e background knowledge as p a r t o f 'what i s made 
known' i n communication. That i s , an u n d e r s t a n d i n g o f t h e 
a c t i v i t y s e t t i n g emerges f o r t h e j u n i o r p a r t i c i p a n t as a 'by-
p r o d u c t ' o f communicating i n i t " (Wertsch^^) . And as Wertsch^ 
s t a t e s , "When i n t e r l o c u t o r s approach a s e t t i n g w i t h d i s s i m i l a r 
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s i t u a t i o n d e f i n i t i o n s , i t may a t f i r s t be d i f f i c u l t t o see how 
t h e y c o u l d c a r r y on e f f e c t i v e communication. A f t e r a l l , t h e y 
r e p r e s e n t many aspects o f t h e s e t t i n g i n q u i t e d i f f e r e n t 
w a y s . . . I n t e r s u b j e c t i v i t y e x i s t s when i n t e r l o c u t o r s share some 
asp e c t o f t h e i r s i t u a t i o n d e f i n i t i o n s " . I t i s here t h a t t h e 
t e a c h e r - i n - r o l e c o n v e n t i o n i s a most u s e f u l d e v i c e f o r 
changing t h e r e l a t i o n s h i p between t e a c h e r and c h i l d r e n . I n 
Woods, Woods, G r i f f i t h s and Howarth^, t h e comparison between 
t e a c h e r c o n t r o l and c h i l d response, concurs w i t h t h e work o f 
Wertsch, M i n i c k and Arns^^ who s t a t e from d a t a g a t h e r e d d u r i n g 
e x p e r i m e n t a t i o n w i t h t h e V y g o t s k i a n approach t o problem 
s o l v i n g , t h a t "The h i g h e r t h e l e v e l o f a d u l t ' s d i r e c t 
r e s p o n s i b i l i t y , t h e low e r t h e l e v e l o f p a r t i c i p a t i o n r e q u i r e d 
o f t h e c h i l d r e n " . Woods, Woods, G r i f f i t h s and Howarth 
s i m i l a r l y s t a t e t h a t more emphatic t e a c h e r s g a i n s i g n i f i c a n t l y 
l e s s response from c h i l d r e n . I f we are t o c o n c e p t u a l i z e 
c h i l d r e n as a c t i v e p a r t i c i p a n t s , as p r o b l e m - s o l v e r s and 
t h i n k e r s , c e n t r a l t o t h e l e a r n i n g process, t h e n t h e t e a c h e r 
must be a b l e t o r e c o g n i z e t h e v a l u e o f d i a l o g u e r e l a t i o n s h i p s , 
and encourage t h e i r c h i l d r e n " t o t a k e over r e s p o n s i b i l i t y f o r 
t a s k s even when t h e y are n o t y e t a b l e t o p e r f o r m them 
c o r r e c t l y " (Wertsch, M i n i c k and Arns°^) . T h i s a l s o a p p l i e s t o 
groups o f c h i l d r e n as w e l l as i n d i v i d u a l s . I n t h e t h e o r y o f 
l e a r n i n g and development o f Vygotsky, groups can t h i n k and 
remember as w e l l as i n d i v i d u a l s , which i s c e n t r a l t o drama 
a c t i v i t y . 
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The most d i f f i c u l t c h a l l e n g e f o r t h e t e a c h e r who i s t o 
implement drama methods, i s t o be a b l e t o imagine a v e r y 
d i f f e r e n t s e t o f r e l a t i o n s h i p s i n t h e classroom from t h a t 
w h i c h she i s used t o . I f t h e t e a c h e r i s t o c r e a t e 
r e l a t i o n s h i p s i n which j o i n t c r e a t i v e c o l l a b o r a t i v e a c t i v i t y 
i s t o be e s t a b l i s h e d , i n t h i s case u s i n g drama-as-method, t h e 
t e a c h e r must s i g n i f i c a n t l y a l t e r t h o s e r e l a t i o n s h i p s which 
c o n s t r a i n t h i s p o s s i b i l i t y . P r a c t i c a l l y , t h ese changes may be 
s i m p l y t h e acceptance on t h e p a r t o f t h e t e a c h e r t h a t she i s 
n o t t h e one who knows, b u t t h e one who does n o t know. I f 
c h i l d r e n a r e t o t a k e s t r a t e g i c r e s p o n s i b i l i t i e s i n t h e work, 
t h e n t h e t e a c h e r must be a b l e t o g i v e t h a t and r e f r a i n from 
c a r r y i n g o u t t h e t a s k h e r s e l f . She must be a b l e t o examine 
t h e work s i t u a t i o n t o see what t h e minimum i s she has t o do t o 
be s u c c e s s f u l as opposed t o t h e maximum, and a l s o , she may 
become engaged i n d i f f e r e n t t a s k s as t e a c h e r as opposed t o t h e 
ones she i s c u r r e n t l y used t o . She may become a 'dogs body', 
a ' f e t c h e r and c a r r i e r ' , as opposed t o ' d i r e c t o r ' . The use o f 
t h e t e a c h e r i n r o l e i n drama b r i n g s a broad range o f 
c o n v e n t i o n s (Neelands^^, O ' N e i l l ^ and Lambert, Heathcote^', 
Bolton'°, Morgan and Saxton'^) t h r o u g h which t h e t e a c h e r can be 
f a c i l i t a t e d i n changing h e r s t a t u s i n t h e classroom, and 
t h r o u g h t h i s t h e d e f i n i n g o f t h e communication s e t t i n g . 
W h i l e t e a c h e r s may i n t e l l e c t u a l l y grasp these c o n v e n t i o n s , t h e 
i m p l e m e n t a t i o n o f them i n classrooms where t h e communication 
s e t t i n g i s w e l l e s t a b l i s h e d and ' c o m f o r t a b l e ' may be more 
d i f f i c u l t , f o r " t h e process o f i m p l e m e n t a t i o n means change a t 
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t h e p e r s o n a l l e v e l as w e l l as t h e a d m i n i s t r a t i v e o r 
m a n a g e r i a l " ( M i l l e r and S e l l e r ' ^ , 1985) . 
The background t o t h i s t h e s i s connects t h e work o f those i n 
deaf e d u c a t i o n and drama who f a v o u r s o c i o - c u l t u r a l models o f 
l e a r n i n g and development w i t h p s y c h o l o g i c a l r o o t s i n j o i n t 
c o l l a b o r a t i v e approaches t o e d u c a t i o n o f t h e deaf. The 
c e n t r a l elements o f t h e s e p o s i t i o n s a r e a c t i v e p a r t i c i p a t i o n , 
p r oblem s o l v i n g , and r e l a t i o n s h i p s between t e a c h e r and 
c h i l d r e n w h i c h r e f l e c t concern f o r making d i a l o g u e c e n t r a l t o 
t h e l e a r n i n g p r o c e s s . 
There i s such a s t r o n g p o t e n t i a l here f o r drama-as-method t o 
enable t e a c h e r s t o be s u c c e s s f u l as l o n g as t h e i m p l e m e n t a t i o n 
p r o c e s s can be developed a p p r o p r i a t e l y . To imagine t h a t t h i s 
work c o u l d be implemented t h r o u g h a two-day workshop would be 
t o c o u r t f a i l u r e , f o r change t a k e s t i m e , s u p p o r t and c a r e , and 
i t i s w i t h t h i s awareness t h a t t h e r e s e a r c h e r e n t e r s i n t o t h e 
t a s k o f t r a i n i n g t e a c h e r s o f t h e deaf t o implement drama 
methods. 
I n t h e i m p l e m e n t a t i o n o f drama-as-method, classrooms and 
t e a c h e r s w i l l have t o change. Such change cannot be brought 
about w i t h o u t b e i n g a b l e t o imagine what one's classroom might 
l o o k l i k e . So I t u r n t o Suvorov'^, a deaf and b l i n d t e a c h e r o f 
t h e deaf and b l i n d , who q u o t i n g Vygotsky, s t a t e s , " C o r r e c t 
u n d e r s t a n d i n g o f r e a l i t y i s i m p o s s i b l e w i t h o u t a c e r t a i n 
element o f r e p r e s e n t a t i o n , w i t h o u t a s t e p p i n g - b a c k from 
r e a l i t y , f rom t h o s e d i r e c t , c o n c r e t e , u n i t a r y i m p r e s s i o n s by 
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w h i c h r e a l i t y i s r e p r e s e n t e d i n t h e elementary a c t s o f our 
c o g n i t i o n " . I t i s t h e s t e p p i n g - b a c k which enables more 
c a p a c i t y t o see t h a t which i n r e a l l i f e we cannot because we 
a r e t o o busy l i v i n g i t , as Heathcote s t a t e s . However, change 
comes about t h r o u g h t h e ways i n which we "re-approach" t h a t 
r e a l i t y (as Suvorov s t a t e s ) and i n r e f l e c t i v e p r a c t i c e l i e s 
t h e p o t e n t i a l f o r t h e t r a n s f o r m a t i o n o f our e d u c a t i o n a l 
p r a c t i c e and our i d e o l o g i e s . T h e r e f o r e , t h i s s t udy 
r e c o g n i z e s , because o f t h e l a c k o f r e s e a r c h on drama-as-method 
i n deaf e d u c a t i o n f o r implementing c u r r i c u l u m , t h a t t h e 
p r a c t i c e o f t h e t e a c h e r s , as t h e y implement a drama-as-method 
p r o j e c t , becomes a necessary f u r t h e r i l l u m i n a t i o n o f t h e 
problems. 
The problems o f t r a i n i n g t e a c h e r s o f t h e deaf t o implement 
drama-as-method have been p a r t l y i l l u m i n a t e d i n t h i s c h a p t e r . 
I f t h e t e a c h e r s c o o p e r a t i n g i n t h i s s t u d y c o n c e p t u a l i z e t h e 
c h i l d r e n as p a s s i v e , unable t o engage i n c r e a t i v e problem 
s o l v i n g , as t h i n k i n g a c t i v e l e a r n e r s , t h e n t h e o r i e n t a t i o n o f 
t h e t e a c h e r s i s i n i t s e l f a major problem and b a r r i e r t o t h e 
i m p l e m e n t a t i o n o f drama-as-method. 
Though deafness b r i n g s language and communication problems, 
f a r g r e a t e r w e i g h t has been g i v e n t o t h e q u a l i t y o f t h e 
l e a r n i n g environment, t h e s t y l e o f t e a c h i n g , t h e n e c e s s i t y f o r 
meaning-making and meaning-sharing o p p o r t u n i t i e s , and t e a c h i n g 
and l e a r n i n g as a shared t a s k i n which d i a l o g u e i s c e n t r a l . 
I ndeed, t h e l i t e r a t u r e , w hich p r o v i d e s t h e f o u n d a t i o n f o r t h i s 
i n n o v a t i o n o f drama-as-method, i s f a r more concerned w i t h t h e 
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p r o v i s i o n o f l e a r n i n g environments i n which p a r t i c i p a t i o n i n 
language mediated a c t i v i t y i s a v a i l a b l e . The ways i n which 
t h e s e p a r t i c i p a t i v e o p p o r t u n i t i e s a re designed, are c r u c i a l t o 
t h e e d u c a t i o n a l e x p e r i e n c e s on o f f e r t o deaf c h i l d r e n . I t i s 
c l e a r t h a t t h e l i t e r a t u r e c i t e d i s c r i t i c a l o f t r a n s m i s s i o n 
and d e f i c i t model o r i e n t a t i o n s t o deaf e d u c a t i o n . The t a s k o f 
t r a i n i n g t e a c h e r s o f t h e deaf t o implement drama-as-method i s , 
t h e r e f o r e , d o m i n a n t l y a r e - o r i e n t a t i o n t o w a r d t r a n s a c t i o n a l 
and t r a n s f o r m a t i o n a l approaches, i n which drama-as-method 
makes sense. As opposed t o an e x a m i n a t i o n o f t h e problems o f 
deafness on such methods, i t i s t h e problems o f o r i e n t a t i o n o f 
t e a c h e r s o f t h e deaf t o w a r d t h e e d u c a t i o n o f deaf c h i l d r e n 
w h i c h i s t h e f o c u s and t h e e f f e c t i v e m o d i f i c a t i o n o f t h e 
l e a r n i n g s i t u a t i o n as opposed t o m o d i f i c a t i o n o f t h e c h i l d . 
The f o l l o w i n g c h a p t e r s d e a l w i t h t h e p r a c t i c a l i m p l e m e n t a t i o n 
o f The Labrador P r o j e c t , and demonstrate t h a t t h i s i s indeed 
t h e case. 
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Chapter Three Toward an Implementation Plan 
The Labrador P r o j e c t was presented to the intermediate 
t e a c h e r s a t a f i r s t meeting during the F a l l of 1987 with a 
view to implementing the P r o j e c t i n the Winter Semester of the 
school year. The o u t l i n e which was presented to the teachers 
i s presented i n Appendix one. The p r e s e n t a t i o n of the o u t l i n e 
was c a r r i e d out following an i n i t i a l meeting with the 
intermediate department te a c h e r s during which i t was explained 
to the t e a c h e r s t h a t the r e s e a r c h e r was i n t e r e s t e d i n 
d i s c o v e r i n g whether teachers would be w i l l i n g to become 
involved with such a P r o j e c t . The o u t l i n e of the P r o j e c t was 
provided f o r a l l t e a c h e r s present, and i t was suggested that 
they take some time to read the o u t l i n e p r i o r to a second 
meeting during which the r e s e a r c h e r would be a v a i l a b l e to 
e n t e r i n t o d i s c u s s i o n about the P r o j e c t with them. 
The Second Meeting. 
Following the p r e s e n t a t i o n of the P r o j e c t Outline, the second 
meeting r e v e a l e d a number of quite s e r i o u s responses. Many of 
the t e a c h e r s wondered what the document meant and found i t 
confusing. The type of document was c l e a r l y problematical as 
i t d i d not i n c l u d e c l e a r l y s t a t e d l i n e a r developments. Indeed 
the document i s purposely open because i t was the i n t e n t i o n of 
the r e s e a r c h e r to work from an open stance r a t h e r than a 
t r a n s m i s s i o n s t y l e , t e l l i n g t e achers what they had to do. As 
a r e s u l t the t e a c h e r s found the document too open and l a c k i n g 
c l e a r d i r e c t i o n . The t e a c h e r s ' response was understandable 
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and reasonable however, as i t appears t h a t the dominant 
o r i e n t a t i o n toward curriculum i s a t i g h t l y ordered approach i n 
which 'what happens next' i s quite c l e a r l y pre-defined. 
Therefore the document appeared to the teachers to be very 
loose and even c h a o t i c . 
Other responses which were more d i s t u r b i n g to the researcher 
included a questioning of why I was undertaking the work and 
whether or not the P r i n c i p a l had agreed to the work taking 
p l a c e . I explained to the teachers t h a t I had asked 
permission of the P r i n c i p a l to approach them on the matter of 
the P r o j e c t . A f u r t h e r area of response included a 
questioning of the r e s e a r c h e r ' s own q u a l i f i c a t i o n s i n working 
i n the context of deaf education. T h i s was c l e a r l y of concern 
to the r e s e a r c h e r and explanation of how the researcher was 
d e f i n i n g the s i t u a t i o n was needed. I t was c l e a r l y s t a t e d by 
the r e s e a r c h e r t h a t i n t h a t area he was u n q u a l i f i e d i n the 
f i e l d of deaf education. However, h i s r o l e was t h a t of a 
drama s p e c i a l i s t r a t h e r than c o n c e p t u a l i z i n g himself as a 
t r a i n e d educator of the deaf i n any way. 
The t e a c h e r s ' concerns i n t h i s f i r s t meeting were i n the 
f o l l o w i n g a r e a s . F i r s t , whether or not the innovation had the 
b l e s s i n g of the Administration of the School, p a r t i c u l a r l y the 
P r i n c i p a l , and secondly, whether the r e s e a r c h e r himself knew 
what he was t a l k i n g about based on h i s l a c k of q u a l i f i c a t i o n s 
i n deaf education. Secondly, concerns ranged i n the area of 
whether the proposed drama p r o j e c t would d i v e r t the teachers 
away from what they r e a l l y had to do which was teach the 
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curriculum, get through courses and programmes of s t u d i e s , i n 
order t h a t c h i l d r e n could s u c c e s s f u l l y reach the end of the 
academic aims and o b j e c t i v e s of the year. The researcher 
gathered from t h i s t h a t the t e a c h e r s ' assumptions about drama 
were " e x t r a - c u r r i c u l a r " as opposed to curriculum experience. 
T h i r d l y , concerns were expressed, though an i n t e r e s t i n t r y i n g 
the P r o j e c t and e n t e r i n g i n t o the work was a l s o present, about 
a l a c k of experience i n " a c t i n g " and "dramatics", a l s o 
r e v e a l i n g assumptions about drama on the p a r t of the teachers. 
Fourthly, concerns were expressed about the o u t l i n e i t s e l f 
which f o r t e a c h e r s appeared not to "know where i t was going". 
T h i s was a l s o taken by the r e s e a r c h e r as an understandable 
response, as the o u t l i n e does not include p a r t i c u l a r coverage 
of c u r r i c u l u m areas such as reading, s o c i a l s t u d i e s or 
s c i e n c e . 
An emerging problem f o r the r e s e a r c h e r was the o u t l i n e 
document. How to w r i t e a document which was not so t h i c k that 
t e a c h e r s would not read i t , and not so t h i n t h a t i t would 
le a v e the reader confused. I t was a l s o the stance of the 
r e s e a r c h e r t h a t to w r i t e a document which answered these 
concerns a t the outset might appear to be p r e s c r i p t i v e and 
t h a t t e a c h e r s would not b e n e f i t from being " t o l d what to do". 
The r e s e a r c h e r wanted to approach the implementation process 
i n an open way through which teachers, who cooperated i n the 
study, could more e a s i l y take ownership of the P r o j e c t through 
involvement i n developing the curriculum areas i n i t . Also, 
the r e s e a r c h e r was aware t h a t overuse of t e c h n i c a l jargon at 
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t h i s stage might simply m y s t i f y t h a t which he wanted to l u r e 
t e a c h e r s toward. 
F u r t h e r concerns expressed c l e a r l y t h a t teachers f e l t an 
enormous i m p l i c a t i o n f o r the amount of work which they assumed 
was being asked of them. Some assumed t h a t they were expected 
to take the o u t l i n e and " j u s t do i t " , without a s s i s t a n c e of 
any kind. The r e s e a r c h e r , i n r e f l e c t i o n , acknowledged t h i s as 
a reasonable response simply based on t e a c h e r s ' previous 
experience of implementation as an event, c h a r a c t e r i s t i c of a 
t r a n s m i s s i o n o r i e n t a t i o n , as opposed to a process. The 
r e s e a r c h e r explained t h a t he would be a v a i l a b l e as much as was 
humanly p o s s i b l e to work d i r e c t l y with the teachers as they 
implemented the P r o j e c t . The sense from those who appeared to 
be t a k i n g a more p o s i t i v e stance toward the i n v i t a t i o n was 
t h a t they would welcome support and help i n doing the P r o j e c t . 
T h i s f i r s t meeting ended on a somewhat confusing note, the 
r e s e a r c h e r f e e l i n g t h a t he had f a i l e d to approach the teachers 
a p p r o p r i a t e l y . The responses a t times had been quite d i r e c t 
from t e a c h e r s , even personal toward the researcher, and t h i s 
f e e l i n g l e d the r e s e a r c h e r to consider removing the P r o j e c t 
from the context as there appeared to be a quite h o s t i l e 
response from some te a c h e r s . The r e s e a r c h e r l e f t the meeting 
f e e l i n g q u i t e a t a l o s s as to how to proceed, and t h a t the 
t e a c h e r s had been too quick to jump to conclusions, 
assumptions, and a t times appeared to be s u s p i c i o u s of the 
r e s e a r c h e r ' s own motives and d e s i r e s . 
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A surrogate observer l a t e r informed the r e s e a r c h e r t h a t 
f u r t h e r responses had been even more d i r e c t l y expressed about 
the r e s e a r c h e r . The meeting ended with the r e s e a r c h e r 
i n v i t i n g the t e a c h e r s to take the time they needed to read the 
o u t l i n e , as some had not, and to meet again to probe fu r t h e r 
t h e i r concerns, and the r e s e a r c h e r would attempt to answer 
them. 
T h i s i n i t i a l meeting was a s i g n i f i c a n t moment for the 
r e s e a r c h e r f o r i t was a t t h i s stage t h a t the i n i t i a l c o ntract 
t o e n t e r i n t o the P r o j e c t was being created. He b e l i e v e d 
t h a t to approach the teachers i n anything other than a 
responsive way would lead to himself p o t e n t i a l l y taking on a 
more d i r e c t i n g r o l e than he wanted to. He did not want to be 
made to take the r o l e of 'teacher' i n the t r a d i t i o n a l sense 
and l e a d t e a c h e r s through a s e r i e s of t r a d i t i o n a l processes, 
d i r e c t i n g them and t e l l i n g them what to do. Rather, the 
r e s e a r c h e r wanted to function as a co-worker and colleague 
r a t h e r than o u t s i d e r c a r r y i n g out an o b j e c t i v e study of an a 
p r i o r i hypotheses. The r e s e a r c h e r f e l t t h a t t h i s kind of 
r e l a t i o n s h i p would, i n the f i n a l a n a l y s i s , lead the teachers 
away from ownership of the P r o j e c t and himself into a 
d i r e c t i n g r o l e . However, t h i s question of "outsider" was 
c l e a r l y p r o b l e m a t i c a l . As a teacher l a t e r s t a t e d i n 
i n t e r v i e w , "Well because everybody had t h e i r backs up...I 
t h i n k you were attacked because you were an outsider...you 
were not a t e a c h e r of the d e a f i " (Teacher i n t e r v i e w ) . A 
f u r t h e r complication to t h i s response was, while the teachers' 
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p e r c e p t i o n s of the r e s e a r c h e r were informed by t h i s l a c k of 
'teacher of the d e a f l a b e l , because of t h e i r l a c k of 
understanding or experience i n drama and t h e i r assumptions 
about drama, they may a l s o have been p e r c e i v i n g a l a c k of 
a u t h o r i t y i n t h i s area too. As a teacher s t a t e s , " . . . a t that 
p a r t i c u l a r time you were not an a u t h o r i t y on anything 
( l a u g h s ) . You were an I n t r u d e r ! " ( I n t e r v i e w ) . This l a s t area 
of concern r e q u i r e s f u r t h e r c o n s i d e r a t i o n . Even though the 
r e s e a r c h e r had been e x t e n s i v e l y involved i n the school for the 
previous two y e a r s i n developing and implementing drama-as-
s u b j e c t and as event, he was obviously s t i l l regarded as an 
o u t s i d e r . T h i s confirms the importance of recognizing the 
r o l e of r e s e a r c h e r as an outsider, and t h a t overcoming Shutz's 
" s t r a n g e r " concept^ i s about reading the c u l t u r a l context i n 
which one i s making an appearance. There was no apparent 
t r a n s f e r e n c e of i n s i d e r s h i p due to the previous work, which of 
course may mean t h a t i t had l i t t l e impact upon the teacher's 
awareness of e i t h e r drama or the r e s e a r c h e r ' s s k i l l s and 
knowledge. 
The T h i r d Meeting. 
The development of the t h i r d meeting was more productive from 
the r e s e a r c h e r ' s point of view. I n t h i s meeting s e v e r a l 
questions were posed by some of the teachers which seemed to 
suggest a s l i g h t l y d i f f e r e n t approach on t h e i r p a r t . The 
questions addressed concerns connected to how the P r o j e c t 
would be done, as opposed to why i t should be done and whether 
i t had been sanctioned by the a d m i n i s t r a t i o n . What would be 
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the aim of the P r o j e c t ? The concern with outcomes and 
o b j e c t i v e s l e d the r e s e a r c h e r to suspect t h a t the teachers 
were s t i l l looking f o r a d i r e c t answer, something to get hold 
of, perhaps as t h e i r own curriculum approaches were. Though 
the o u t l i n e s t a t e d the o b j e c t i v e of the P r o j e c t i n a general 
way, i t d i d not s p e l l out any s u b s i d i a r y aims as i t was the 
d e s i r e of the r e s e a r c h e r to engage the teachers i n planning 
what these should be f o r t h e i r c h i l d r e n . How w i l l we teach 
these a r e a s ? T h i s concern f o r teaching p a r t i c u l a r curriculum 
a r e a s appeared to stem again from an assumption that the drama 
might get i n the way and t h a t the teaching p a r t s would have to 
come f i r s t i n order t h a t the drama would work. A f u r t h e r 
concern i n t h i s meeting was f o r support which the researcher 
confirmed he was able to give. I t was f u r t h e r pointed out to 
the r e s e a r c h e r t h a t the teachers were very concerned about 
g e t t i n g t h e i r curriculum covered and t h a t i t was i n t e n s i v e and 
t h a t t h e r e was a great deal to get done. They wanted 
confirmation as they saw i t . The re s e a r c h e r confirmed that 
the question of curriculum areas to be covered would be 
something t h a t the tea c h e r s themselves should make d e c i s i o n s 
about and t h a t such d e c i s i o n s could change the o u t l i n e of The 
Labrador P r o j e c t to s u i t the t e a c h e r s ' o b j e c t i v e curriculum 
needs. 
A f u r t h e r question from the teacher group concerned the l e v e l 
of language of the o u t l i n e . The re s e a r c h e r s t a t e d t h a t the 
language was not intended to do anything other than access the 
t e a c h e r s to the general idea of the P r o j e c t and t h a t he 
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recognized t h a t the question of communication and l i n g u i s t i c 
input was something t h a t teachers would be concerned about, 
and t h a t during the planning phase these questions could be 
d e l i b e r a t e d and d e c i s i o n s made about them. I n f a c t , 
communication mode, though r a i s e d by the teachers i n l a t e r 
work, was not a concern. The s p e c i a l i z i n g of language for 
tea c h i n g resources would be, however. 
Some t e a c h e r s remained s i l e n t during both the f i r s t and second 
meeting and i t was d i f f i c u l t f o r the re s e a r c h e r to monitor 
t h e i r f e e l i n g s . I t was assumed by the rese a r c h e r that some 
te a c h e r s were w i l l i n g to p a r t i c i p a t e and some not. S t i l l 
o t hers may be w i l l i n g to go p a r t way toward the P r o j e c t but 
seemed to r e q u i r e more hard evidence t h a t i t would indeed 
work. Next, a concern was r a i s e d about who would "act the 
p a r t s " of Natana and Mendoza, the two t e a c h e r - i n - r o l e 
conventions i n the P r o j e c t . 
T h i s concern was w e l l understood by the rese a r c h e r who 
explained the d i f f e r e n c e between a c t i n g and the presentation 
of a r o l e . He was a t pains to encourage the teachers, a l l of 
whom were showing concern about t h i s convention, to think of 
the p r e s e n t a t i o n of the r o l e s of Natana and Mendoza not as 
a c t i n g a c h a r a c t e r as i n a play. Rather, the teachers were 
encouraged to consider the notion t h a t pretending to be 
someone e l s e would enable them to change some of the 
r e l a t i o n s h i p s between teacher and c h i l d r e n i n order t h a t the 
c h i l d r e n could become more re s p o n s i b l e f o r the work. This 
would c o n t r i b u t e to changing the communication s e t t i n g to one 
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i n which the c h i l d r e n ' s v o i c e s would be dominant. T h i s i n 
t u r n l e d to some teac h e r s expressing s k e p t i c i s m about such an 
arrangement. They f e l t t h a t some c h i l d r e n would not be able 
to cope with such an arrangement and t h a t they needed 
c o n t r o l l e d and w e l l defined t a s k s . The r e s e a r c h e r suggested 
t h a t the o u t l i n e does not take t h a t option away, as some 
c h i l d r e n , p a r t i c i p a t i n g i n such a P r o j e c t , could more e a s i l y 
work i n the ways they needed to i n order to be s u c c e s s f u l . 
The problem of t e a c h e r s assuming t h a t p l a y i n g a r o l e was 
r e a l l y " a c t i n g " was a s i g n i f i c a n t one. The r e s e a r c h e r had 
a l r e a d y considered the importance of models for t h i s element 
of the P r o j e c t , recognizing t h a t teachers may be l a c k i n g 
confidence, s k i l l s , and knowledge of the t e a c h e r - i n - r o l e 
convention. He had already made a d e c i s i o n to involve the 
drama teac h e r a t the school as a model for the t e a c h e r - i n - r o l e 
work hoping t h a t t h i s would be a supportive platform for other 
t e a c h e r s to take on the work of t e a c h e r - i n - r o l e i n the 
P r o j e c t . For the drama teacher a t the school, the t e a c h e r - i n -
r o l e , i n a drama-as-method approach, was a l s o a new way of 
working. However, the r e s e a r c h e r f e l t t h a t the drama teacher 
would be a more u s e f u l model than himself, apart from the f a c t 
t h a t the drama teacher i s an e x c e l l e n t communicator i n 
American Sign Language, and was w i l l i n g to take the r o l e s i n 
the P r o j e c t . 
During the meeting the r e s e a r c h e r suggested to the teachers 
t h a t the drama teacher would model the r o l e s of Mendoza and 
Natana, i f t h a t was a u s e f u l f i r s t step, but t h a t teachers 
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would s t i l l work i n - r o l e with t h e i r c l a s s e s but of a l e s s 
i n t e n s e nature, as p a r t of the Expedition Team. 
Following the t h i r d meeting, at which i t was t e n t a t i v e l y 
agreed to go ahead with the P r o j e c t , a f u r t h e r development 
occurred. Two of the teachers who had expressed i n t e r e s t i n 
"going ahead with i t " were i n t e r e s t e d a l s o i n taking up the 
notion of working i n a team. The r e s e a r c h e r had mentioned 
t h i s during the t h i r d meeting i n response to concerns about 
how the P r o j e c t would be organized considering the groups and 
t h e i r s i z e s . I n the development of drama-as-subject work i n 
the school, the r e s e a r c h e r had suggested to the drama teacher, 
and P r i n c i p a l , t h a t groups of four were too small f o r drama 
and t h a t groups might need to be combined. T h i s had proved 
s u c c e s s f u l , but had crea t e d communication ranges and needs 
obviously more d i f f i c u l t f o r the drama teacher than a small 
group of four or f i v e . Working with a group of ten or twelve 
deaf and hearing impaired c h i l d r e n i s quite a t i r i n g 
experience simply i n terms of communication, a t t e n t i o n 
focusing and the t e a c h e r s ' function as communicator. The 
suggestion of two te a c h e r s working as a team was seen by the 
r e s e a r c h e r to s o l v e both of these problems, as a double group 
of ten would have two teachers and the drama teacher modelling 
i n r o l e work on those occasions when Mendoza and Natana were 
a c t i v e i n the P r o j e c t . 
Two t e a c h e r s became p a r t i c u l a r l y involved with the idea of 
team teaching and o f f e r e d to put t h e i r two c l a s s e s together. 
I n t h i s way they would be able to share the work and a l s o plan 
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t h e i r days together. The question of P r o j e c t time had not yet 
entered the d i s c u s s i o n s a t the meetings, though the researcher 
was prepared to suggest t h a t the P r o j e c t could be run a l l day, 
everyday, f o r a period of s e v e r a l weeks. He did not do t h i s 
a t t h i s stage as such a suggestion may have f u e l l e d the f i r e s 
of concern f o r the 'curriculum' which was s t i l l the prime 
concern f o r a l l the t e a c h e r s . Other teachers i n the 
intermediate department stayed i n t h e i r "round" s e t up, i n 
which c h i l d r e n move from one teacher to another f o r d i f f e r e n t 
s u b j e c t s . I t was t h i s d e c i s i o n t h a t l e d the researcher to 
b e l i e v e t h a t f o r these teachers a t t h i s time the P r o j e c t would 
not be as s u c c e s s f u l as f o r the two who were going to team 
teach. There were many reasons for t h i s b e l i e f , not l e a s t of 
which was the p r a c t i c a l problem of meetings between teachers 
which the r e s e a r c h e r knew would be a v i t a l p a r t of The 
Labrador P r o j e c t . The r e s e a r c h e r decided not to challenge the 
other t e a c h e r s ' d e c i s i o n to continue to work i n t h e i r system 
because a t t h i s stage the P r o j e c t was unproven and the 
r e s e a r c h e r h i m s e l f did not know how the P r o j e c t would work 
out. 
The s i t u a t i o n then became one of sporadic encounters with the 
other t e a c h e r s and a concentration on the two teachers who 
seemed w i l l i n g to enter i n to t a k i n g r i s k s necessary for the 
P r o j e c t to work. T h i s d e c i s i o n on the p a r t of the researcher 
was j u s t i f i e d owing to the s i z e of the operation and i t s 
impact on the o r g a n i z a t i o n of the intermediate department. 
Those who chose to p a r t i c i p a t e i n the P r o j e c t f u l l y i n a team 
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t e a c h i n g s i t u a t i o n , became the focus f o r the researcher, 
together with the drama teacher. Other teachers s t i l l became 
involved but to a l e s s e r degree. I t was f e l t by the 
r e s e a r c h e r t h a t i t was not h i s p l a c e to demand t h a t the other 
t e a c h e r s should p a r t i c i p a t e , and indeed he did not have the 
backing to demand t h i s . His focus was the s u c c e s s f u l 
implementation of the P r o j e c t and not a t t h i s time negotiating 
the involvement of the whole department. Also, the researcher 
recognized t h a t i t was not necessary to attempt to involve a 
l a r g e number of t e a c h e r s a t t h i s stage. The acceptance of an 
innovation takes time and i t was f e l t by the researcher that a 
small beginning done w e l l would do a great deal to encourage 
others to p a r t i c i p a t e a t a l a t e r time perhaps. Also, i f the 
t e a c h e r s who became very involved were s u c c e s s f u l , as the 
r e s e a r c h e r b e l i e v e d they would be, then they would s e l l the 
approach i n a d i f f e r e n t way than he ever could as an outsider. 
The next s e r i e s of meetings took pl a c e over a period of 
s e v e r a l weeks p r i o r to the point of implementation. During 
these weeks, the r e s e a r c h e r worked d i r e c t l y with the teachers 
and the drama teacher, developing the o u t l i n e of the P r o j e c t 
which had been presented a t the f i r s t meeting. The f a c t that 
the r e s e a r c h e r was working with only three teachers at t h i s 
stage need not impair any t h e o r e t i c a l or p r a c t i c a l outcomes 
fo r the t h e s i s . Indeed, the focus allowed by t h i s makes i t 
p a r t i c u l a r and from t h i s general t h e o r i e s may be developed. 
To t r y to cover a wide population i n such an e x e r c i s e may make 
i t so s u p e r f i c i a l as to be worthless. 
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The r e s e a r c h e r began the process of working with the teachers 
on the assumption and evidence from t e a c h e r s ' comments and 
concerns expressed i n the second and t h i r d meetings, that the 
ways i n which the t e a c h e r s define the s i t u a t i o n of t h e i r 
classrooms w i l l have to change i f drama methods are to make 
sense. The conception of the t e a c h i n g / l e a r n i n g r e l a t i o n s h i p 
as a process of n e g o t i a t i o n (Cosin, Dale, Esland and Swift^) 
suggests t h a t teacher and c h i l d r e n bring to the classroom 
t h e i r own d e f i n i t i o n s of r e a l i t y and t h e i r own understandings 
of the world. I n l i n e with the play f o r the c h i l d r e n and play 
f o r the t e a c h e r (Gilham^) , and the concept of s i t u a t i o n 
d e f i n i t i o n , as used by Wertsch^ i n h i s e x p l o r a t i o n of the 
i n n e r mechanisms of Vygotsky's zone of proximal development, 
such d e f i n i n g of s i t u a t i o n s i s considered an " a c t i v e r a t h e r 
than p a s s i v e a c t i v i t y " . I f the teachers are to move toward 
the implementation of drama-as-method to implement curriculum, 
the ways i n which the communication s i t u a t i o n i s defined, and, 
who d e f i n e s i t , w i l l need to change. One problem w i l l be, 
enabling the t e a c h e r s to s h i f t from a p o s i t i o n of d e f i n i n g the 
s i t u a t i o n i n a t r a d i t i o n a l sense and toward enabling 
c h i l d r e n ' s d e f i n i t i o n s of the s i t u a t i o n to be a v a l i d part of 
the process of n e g o t i a t i o n . I n drama-as-method we want 
c h i l d r e n to be more a c t i v e i n the planning of a c t i v i t y , the 
d i r e c t i o n i n which a c t i v i t y progresses, and d e c i s i o n making. 
We want the t e a c h e r s to become comfortable with t h e i r 
n e cessary change of r o l e i n the l i g h t of t h i s 
c o n c e p t u a l i z a t i o n of the c h i l d r e n . 
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"Mantle-of-the-Expert"^ i s perhaps the e a s i e s t type of drama 
convention f o r t e a c h e r s new to drama, as Bolton^ has pointed 
out (1979). The problem area f o r the teachers may be that 
such a change i n s t a t u s and r e l a t i o n s h i p w i l l s i g n i f i c a n t l y 
a l t e r the communication s e t t i n g . As r e s e a r c h i n t o 
communication i n the deaf education classroom shows^'°, t a l k i n 
the elementary classroom i s teacher i n i t i a t e d and dominated. 
T h i s l e v e l of teacher i n i t i a t i o n and domination w i l l need to 
change i f c h i l d r e n are to work with the mantle of the expert 
and, more importantly f o r the way i n which the communication 
s e t t i n g i s defined, i f teachers are to be enabled to endow the 
c h i l d r e n with e x p e r t i s e . 
T h i s w i l l be an i d e a l p o s i t i o n f o r the teachers to reach 
toward, as the endowment of e x p e r t i s e w i l l r e q u i r e of the 
t e a c h e r s t h a t they r e - c o n c e p t u a l i z e the c h i l d r e n as "the ones 
who know" r a t h e r than themselves. An approach to t h i s 
n e cessary change i n t r a i n i n g the teachers w i l l draw from the 
work of Rom Harre' who provides a s o c i a l c o n s t r u c t i o n i s t model 
of human i n t e r a c t i o n . Harre explores the ways i n which 
communication occurs between c h i l d r e n and parents. Harre's 
model of the parent as "BIG P" and the c h i l d as " l i t t l e c" i s 
perhaps the c l e a r e s t way of imaging the change required. I f 
the BIG P becomes BIG Teacher, then r e l a t i o n s h i p s of s t a t u s 
and dominance can be explored with the teachers and p o s s i b l e 
changes can be imaged. Such a t r a i n i n g s e s s i o n could begin to 
engage t e a c h e r s i n a r e c o g n i t i o n of the function of the 
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concern expressed by the teachers about the t e a c h e r - i n - r o l e 
convention. 
The r e s e a r c h e r i d e n t i f i e d the t e a c h e r - i n - r o l e convention as a 
problem, not only because teachers assume the convention to 
i n v o l v e ' a c t i n g ' but, because most s i g n i f i c a n t l y , the 
convention r a d i c a l l y a l t e r s the r e l a t i o n s h i p s i n the classroom 
and i n v i t e s t e a c h e r s to work i n r o l e s of l e s s e r s t a t u s than 
t h a t which they enjoy as 'teacher'. As O'Neill^" s t a t e s , "a 
bigger problem may be t h a t teachers f e a r l o s i n g c o n t r o l of 
i d e a s i n the classroom" (1988). I n the same way, asking the 
t e a c h e r s to take r o l e s i n which t h e i r 'teacher' s t a t u s i s 
l e s s e n e d may be more a problem of the f e a r of l o s s of c o n t r o l 
or s t a t u s i n the p e r c e p t i v e eyes of the c h i l d r e n . The model 
of BIG T and l i t t l e c, reversed to l i t t l e t , BIG C, may be a 
problem area because of such teacher concerns. I t i s 
important to involve teachers i n exploring the value of 
changing t h e i r s t a t u s i n the classroom. As Woods, Woods, 
G r i f f i t h s and Howarth have s t a t e d , when the emphatic teacher 
operates i n the classroom, there i s minimal response from the 
c h i l d r e n . When we shut up, c h i l d r e n speak, i s a w e l l known 
say i n g ; t o a c t u a l l y do i t may be more d i f f i c u l t i f teachers 
c o n c e p t u a l i z e themselves as having to be 'teaching a l l the 
time' i n a maximum way. So, the teachers may a l s o f i n d a 
problem i n moving from a maximum mind-set to a minimum mind-
s e t . The r e s e a r c h e r w i l l i n v i t e the teachers to explore what 
the minimum i s t h a t they have to do to be s u c c e s s f u l , as 
opposed to the maximum. 
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T h i s minimum mind-set speaks a l s o to Heathcote's" important 
work on the " . . . s i g n , as the b a s i s f o r a l l communication". 
The minimum mind-set which the r e s e a r c h e r uses to explore the 
t e a c h e r ' s r o l e i s informed and underpinned by Heathcote's work 
on the "meticulous s e l e c t i o n of s i g n " . The meticulous 
s e l e c t i o n of s i g n i n language and a l l other means of "signing" 
( i n the dramatic sense as opposed to ASL, or other forms of 
manual communication) w i l l t h e r e f o r e become a focus f o r 
t r a i n i n g as The Labrador P r o j e c t i s developed through the 
implementation process. 
The p r e p a r a t i o n of the t e a c h e r - i n - r o l e convention i s therefore 
a focus f o r the i n - s e r v i c e work with the teachers. I f 
t e a c h e r s are to s u c c e s s f u l l y implement the t e a c h e r - i n - r o l e 
convention then each r o l e w i l l need to be prepared and 
t e a c h e r s "...must know how the r o l e w i l l c ontribute to 
l e a r n i n g " . (Morgan and Saxton^^) . 
The two a r e a s of communication manner and t e a c h e r - i n - r o l e w i l l 
be a r e a s of t r a i n i n g f o r the cooperating teachers. However, 
these cannot make sense outside of a c l e a r sense of the 
dramatic context i n t o which the teachers are to l u r e the 
c h i l d r e n . The proposed Labrador P r o j e c t does not i n v i t e 
t e a c h e r s to begin i n r o l e . Rather, The Labrador P r o j e c t 
i n v i t e s t e a c h e r s to begin from a p o s i t i o n i n which they f e e l 
comfortable and to come to the understanding of the teacher-
i n - r o l e as something which makes sense i n the development of 
the P r o j e c t through the i n t r o d u c t i o n of the r o l e of J u d i t h 
Mendoza. The i n i t i a l d i s c u s s i o n phase i n the p r o j e c t w i l l 
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t h e r e f o r e become, f o r t h e t e a c h e r s , t h e e x p o s i t i o n o f t h e 
drama. However, t h e t e a c h e r s w i l l need t o be aware t h a t 
d i s c u s s i o n i n t h e c o n t e x t o f t h e P r o j e c t i s o f a p a r t i c u l a r 
t y p e . I t i s an i m p o r t a n t p a r t o f t h e l u r e t o w a r d t h e d r a m a t i c 
c o n t e x t , and a b e g i n n i n g phase t h r o u g h which t o t a p i n t o what 
t h e c h i l d r e n a l r e a d y know about r e s o u r c e s , and i m p o r t a n t l y f o r 
t h e c h i l d r e n , t o i n t r o d u c e t h e concept i t s e l f . As has been 
s t a t e d e a r l i e r f rom Dewey's work, and a p p l i e d t o t h i s P r o j e c t , 
i t i s n o t a q u e s t i o n o f how t o t e a c h t h e c h i l d r e n what 
r e s o u r c e means, b u t f i r s t o f a l l t h e q u e s t i o n o f what t h e term 
r e s o u r c e means t o t h e c h i l d r e n . Such a s t a r t i n g p o i n t means 
t h a t d i s c u s s i o n i n t h e b e g i n n i n g phase o f t h e P r o j e c t must 
draw upon t h a t sphere o f e x p e r i e n c e which deserves t o be 
l a b e l l e d r e s o u r c e s by t h e c h i l d . 
A problem may emerge f o r t h e t e a c h e r s i f what t h e c h i l d r e n 
a l r e a d y know i s as l i m i t e d as t h e l i t e r a t u r e o f e d u c a t i o n o f 
t h e deaf has suggested, and a l s o i f t h e t e a c h e r s t e n d n o t t o 
draw upon what t h e c h i l d r e n a c t u a l l y know because o f t h a t 
assumption. I f t e a c h e r s t h i n k o f t h e c h i l d r e n ' s background 
knowledge as what t h e y ought t o know, r a t h e r t h a n what t h e y 
know i n a c t u a l i t y , t h e n t h i s opening phase may n o t enable t h e 
c h i l d r e n t o make an e n t r y i n t o t h e drama P r o j e c t a t a n y t h i n g 
more t h a n a s u p e r f i c i a l l e v e l o f " a c t i o n " as Heathcote's 
concept o f l e v e l s o f e n t r y s t a t e s (Gilham^^) . The t e a c h e r s 
w i l l need t o move beyond an a c t i o n l e v e l and seek p o t e n t i a l 
l e v e l s o f engagement a t m o t i v a t i o n and i n v e s t m e n t l e v e l s i n 
r e l a t i o n t o t h e concept o f r e s o u r c e s . 
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T h i s r a i s e s a f u r t h e r problem area which needs a t r a i n i n g 
element. The d i s c u s s i o n i n t h e f i r s t phase o f t h e P r o j e c t 
r e q u i r e s t h e t e a c h e r t o use s t r a t e g i c q u e s t i o n i n g , n o t o n l y t o 
i n v o l v e t h e c h i l d r e n i n t a l k i n g about r e s o u r c e s , o r t h a t which 
deserves t o be c a l l e d r e s o u r c e s f o r t h e c h i l d , b u t a l s o t o 
deepen t h e c h i l d r e n ' s i n v o l v e m e n t i n t h e d i s c u s s i o n . The 
d i s c u s s i o n needs t o t a k e t h e c h i l d r e n beyond a s u p e r f i c i a l 
l e v e l o f i n v o l v e m e n t and i n t o t h e reasons why we need 
r e s o u r c e s ( t h e m o t i v a t i o n l e v e l ) , and what i s a t s t a k e i f we 
do n o t have r e s o u r c e s ( t h e i n v e s t m e n t l e v e l ) . I f t h e t e a c h e r s 
see t h e d i s c u s s i o n as o n l y a c o n f i r m a t i o n o f what resources 
means, t h e n t h e s e l e v e l s o f engagement w i l l n o t be on o f f e r t o 
t h e c h i l d r e n . The r e s e a r c h e r needs t o be c a r e f u l n o t t o 
i n s i s t t h a t t h e t e a c h e r s g e t a l l t h e c h i l d r e n t o become 
i n v o l v e d a t t h e i n v e s t m e n t l e v e l , as Heathcote s t a t e s ^ ^ , " t h e 
'mixed a b i l i t y ' a s p e cts a r e e a s i l y accommodated...some 
r e m a i n i n g , as y e t , a t a c t i o n t h o u g h t w h i l e o t h e r s respond t o 
t h e l e a d e r ' s p r o b i n g f o r m o t i v e , i n v e s t m e n t , model and l i f e 
v i e w " . 
To enable t h e t e a c h e r s t o e n t e r i n t o d i s c u s s i o n w i t h t h e 
c h i l d r e n , w h i c h has t h e p o t e n t i a l o f g a i n i n g d e p t h a t t h e 
l e v e l s mentioned, t h e r e s e a r c h e r r e c o g n i z e s t h e importance o f 
t h e q u e s t i o n i n g t e c h n i q u e o f t h e t e a c h e r s and a l s o t h a t 
q u e s t i o n s a r e , a c c o r d i n g t o t h e l i t e r a t u r e , (Woods, Woods, 
G r i f f i t h s and Howarth^^- '^^ ) p a r t i c u l a r l y d i f f i c u l t f o r deaf 
and h e a r i n g i m p a i r e d c h i l d r e n . The use o f Heathcote's l e v e l s 
o f engagement i s dependent on a form o f n e g o t i a t i o n which 
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i n v o l v e s as Heathcote states^®, "a d i f f u s e n e s s " . The t e a c h e r s ' 
c u r r e n t p r a c t i c e and approach i s t o use o n l y c l o s e d end 
q u e s t i o n s , o r q u e s t i o n s which seek c o n f i r m a t i o n . The i n -
s e r v i c e o f t e a c h e r s w i l l a l s o r e q u i r e i n p u t from t h e 
r e s e a r c h e r on q u e s t i o n i n g s t r a t e g i e s which enable t h e t e a c h e r 
t o u t i l i z e Heathcote's l e v e l s o f engagement. Such q u e s t i o n i n g 
s k i l l s a r e q u i t e new t o t h e t e a c h e r s f o r a number o f reasons 
n o t l e a s t o f w h i c h may be t h e problems a s s o c i a t e d w i t h "wh-
t y p e q u e s t i o n s " as Woods, Woods and G r i f f i t h s ^ ' have p o i n t e d 
o u t . However, t h e mantle o f t h e e x p e r t c o n v e n t i o n and t h e 
t e a c h e r - i n - r o l e c o n v e n t i o n s , as used i n t h i s P r o j e c t , b o t h 
r e q u i r e an i n q u i r y approach. The use o f wh-type q u e s t i o n s i s 
t h e r e f o r e v e r y i m p o r t a n t t o c r e a t i n g an i n q u i r y mode o f 
o p e r a t i o n o r f o r p r o m o t i n g t h e c h i l d r e n as e x p e r t s as opposed 
t o t h e t e a c h e r . For example, t h e r o l e o f Mendoza begins as an 
a u t h o r i t y r o l e (a h i g h r a n k i n g r o l e ) . However t h e t e a c h e r 
p l a y i n g t h i s r o l e i s encouraged t o lower t h a t s t a t u s as soon 
as t h e t e a c h e r senses t h e c h i l d r e n are a b l e t o t a k e c o n t r o l o f 
t h e s e t t i n g f o r themselves. Mendoza t h e n becomes t h e one who 
does n o t know, g i v i n g up a u t h o r i t y and l e a d e r s h i p t o t h e 
c h i l d r e n as t h e y move towar d a p o s i t i o n o f t a k i n g 
r e s p o n s i b i l i t y f o r t h e t a s k s i n t h e drama p r o j e c t . I t i s 
Mendoza who i s t h e n i n t h e " I don't know" r o l e . 
F u r t h e r t o t h e q u e s t i o n i n g s t r a t e g i e s r e q u i r e d , t h e r e s e a r c h e r 
r e c o g n i z e s t h a t t h e purposes o f t h e q u e s t i o n i n g need t o make 
sense t o t h e t e a c h e r s . How can access t o t h e s e f u n c t i o n s make 
sense t o t e a c h e r s i f t h e i r dominant o r i e n t a t i o n toward 
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t e a c h i n g i s c l o s e d ended q u e s t i o n i n g and a " t e l l i n g " mode i n 
wh i c h t h e a u t h o r i t y o f t h e t e a c h e r i s t h e dominant d e f i n i t i o n 
o f t h e c l a s s r o o m r e l a t i o n s h i p ? Again, t h e use o f Heathcote's 
L e v e l s o f Engagement p r o v i d e s a v a l u a b l e v e h i c l e f o r t h e 
t r a i n i n g o f t h e t e a c h e r s . 
B e f o r e t h e r e s e a r c h e r can work on these however, t h e 
r e s e a r c h e r r e c o g n i z e s t h a t t h e t e a c h e r s have no expe r i e n c e i n 
c r e a t i n g d r a m a t i c f i c t i o n , l u r i n g c h i l d r e n i n t o t h a t f i c t i o n , 
and c o n t i n u i n g t h e f i c t i o n . And, i f t h e drama i s t o be more 
t h a n a s u p e r f i c i a l a c t i o n l e v e l , more t h a n a d r a m a t i z i n g o r 
d r a m a t i c p l a y i n g , b u t t o w a r d Bolton's^° "drama f o r 
u n d e r s t a n d i n g " , t h e n t h e t e a c h e r s must be enabled t o d i s c o v e r 
d r a m a t i c p o t e n t i a l . 
The i n t r o d u c t i o n o f drama methods t o t e a c h e r s o f t h e deaf may 
r e q u i r e models which can be demonstrated t h r o u g h t h e use o f 
v i d e o t a p e and l i t e r a t u r e . However, t h e r e s e a r c h e r r e c o g n i z e s 
t h a t t e a c h e r s a r e busy people and i f t h e P r o j e c t i s t o be 
s u c c e s s f u l l y implemented t h i s area o f concern must be 
addressed i n a way which can enable t h e t e a c h e r s t o f e e l 
c o n f i d e n t i n t h e i r own a b i l i t y t o c r e a t e and c o n t i n u e drama 
a c t i v i t y o f t h e k i n d used i n t h i s P r o j e c t . 
T h e r e f o r e a way o f e n a b l i n g t e a c h e r s o f t h e deaf t o f e e l 
c o n f i d e n t i n b e g i n n i n g and c o n t i n u i n g d r a m a t i c f i c t i o n needs 
t o be d e v i s e d i n o r d e r t h a t t e a c h e r s can f e e l a b l e t o e n t e r , 
w i t h c o n f i d e n c e , such a c t i v i t y . 
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The r e s e a r c h e r t h e r e f o r e d e v i s e d e x e r c i s e s t h r o u g h which t h e 
t e a c h e r s m i g h t q u i c k l y g a i n access t o a way o f t h i n k i n g , 
t h r o u g h w h i c h t h e y m i g h t f e e l c o n f i d e n t i n h a n d l i n g t h e 
" p a r t n e r s h i p " , as c h a r a c t e r i z e d by Neelands^\ and t h e 
n e g o t i a t i o n o f d r a m a t i c f i c t i o n (Neelands^^, Bolton^^, and 
Saxton and Morgan^^ and o t h e r s ) . T h i s i n v o l v e s s e e i n g language 
and communication as t h e source o f p o t e n t i a l drama. As 
O ' N e i l l ^ ^ s t a t e d , "At t h e c e n t e r o f a l l drama i s d i a l o g u e " , 
s i m i l a r l y by t a k i n g t h e r e v e r s e o f t h i s p o s i t i o n , t h a t a t t h e 
c e n t e r o f d i a l o g u e t h e r e i s p o t e n t i a l drama, t e a c h e r s may be 
enabled t o f e e l c o n f i d e n t i f a way o f t h i n k i n g can be 
developed. 
The t e a c h e r t h i n k i n g e x e r c i s e was developed by t h e r e s e a r c h e r 
t o enable t h e t e a c h e r s t o d i s c o v e r t h e promise o f drama i n t h e 
d i a l o g u e between t e a c h e r and c h i l d r e n . The e x e r c i s e i s drawn 
f r o m t h e work o f Augusto Boal^^. 
A t t h e c e n t e r o f t h e e x e r c i s e i s Boal's e x p l o r a t i o n o f t h e 
" C h a r a c t e r as S u b j e c t o r t h e C h a r a c t e r as O b j e c t ? " I n Boal's 
example o f B r e c h t ' s a s s e r t i o n t h a t " t h e c h a r a c t e r i s not 
a b s o l u t e s u b j e c t b u t t h e o b j e c t o f economic o r s o c i a l f o r c e s 
t o w h i c h he responds and i n v i r t u e o f which he a c t s " (p. 9 2 ) , 
l i e s p o t e n t i a l f o r t h e t e a c h e r i n t h e i m p l e m e n t a t i o n o f The 
Labrador P r o j e c t . 
I f The Labrador P r o j e c t i s t o move t h e c h i l d r e n and t h e 
t e a c h e r s beyond a s i m p l e a c t i o n l e v e l and e v e n t u a l l y toward 
t h e l e v e l o f s t a n c e , o r why l i f e i s as i t i s , and reach t h e 
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p o t e n t i a l o f d e v e l o p i n g an u n d e r s t a n d i n g o f why l i f e i s as i t 
i s f o r b o t h t h e E x p e d i t i o n Team and Natana and f o r t h e 
c h i l d r e n themselves, t h e n t h e t e a c h e r w i l l need t o be a b l e t o 
f o c u s t h e drama i n ways which l e a d t o deepening t h e l e v e l s o f 
engagement. 
The e x e r c i s e developed f o r t h e t e a c h e r s o f t h e deaf was 
t h e r e f o r e one whic h engages t h e t e a c h e r s i n changing t h e 
t r a d i t i o n a l s u b j e c t o f a sentence t o w a r d becoming a s u b j e c t -
o b j e c t t h r o u g h t h e c r e a t i o n o f new main c l a u s e s which c r e a t e d 
i n t u r n a new s u b j e c t (and t h e f o r c e s a t work on t h e o r i g i n a l 
s u b j e c t ) . I n t h i s way, t h e t e a c h e r s m i g h t d i s c o v e r t h e 
p o t e n t i a l f o r drama beyond t h e a c t i o n l e v e l , how something i s 
done, t o w a r d an u n d e r s t a n d i n g o f why l i f e i s as i t i s . 
I f , f o r example, t h e c h i l d r e n suggest t h a t t h e y c o u l d be 
mi n e r s o f p r e c i o u s m e t a l s i n Labrador, and t h e t e a c h e r 
responds, w i t h "O.K., o f f you go!" t h e n t h e t e a c h e r w i l l have 
f a i l e d t o deepen t h e engagement o f t h e c h i l d r e n a t a l e v e l 
beyond s i m p l e a c t i o n and t h e a c t i v i t y w i l l be b e r e f t o f 
m o t i v a t i o n . I f however, t h e t e a c h e r knows how t o respond 
w i t h , "Sure we can mine f o r p r e c i o u s m e t a l s , b u t I wonder why 
Mendoza needs them?", o r , " I suppose you have t o make money 
somehow?", t h e n t h e t e a c h e r has t h e means t o engage t h e 
c h i l d r e n i n t h e most i m p o r t a n t a c t i v i t y o f t h i n k i n g . 
Tapping i n t o t h e p o t e n t i a l l e v e l o f m o t i v a t i o n i s c l e a r here, 
b u t more i m p o r t a n t l y , i t opens up t h e o p p o r t u n i t y f o r t h e 
c h i l d r e n t o t h i n k , which i s a f u r t h e r element i n t h e e x e r c i s e . 
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By t a k i n g t h e example f u r t h e r , t h e r e s e a r c h e r may be a b l e t o 
demonstrate t o t h e t e a c h e r s a way o f making space i n d i a l o g u e 
w i t h i n w h i c h t h e c h i l d r e n may t h i n k , and wonder why. T h i s 
e x e r c i s e i s d e s c r i b e d i n d e t a i l i n t h e s e c t i o n which shows t h e 
t r a i n i n g and i n - s e r v i c e approaches which t h e r e s e a r c h e r used 
w i t h t h e t e a c h e r s (p. 9 9 ) . 
For t h e drama o f The Labrador P r o j e c t t o be s u c c e s s f u l l y 
implemented, t h e t e a c h e r s w i l l a l s o need t o e x p l o r e t e n s i o n . 
T h i s element o f drama (Bolton^^) must be p r e s e n t f o r drama. 
Teachers may be unused t o w o r k i n g i n s i t u a t i o n s d e f i n e d 
t h r o u g h t e n s i o n . A l s o t h e e m o t i o n a l , a f f e c t i v e domain i s 
a s s e r t e d t o be a problem area f o r deaf c h i l d r e n . Teachers may 
f e e l t h a t e m o t i o n a l engagement i s n o t p o s s i b l e o r r i s k y f o r 
some o r a l l o f t h e i r c h i l d r e n , and indeed t h e t e a c h e r s may 
f e e l t h a t e m o t i o n a l engagement i s something t h a t t h e y may want 
t o a v o i d . Or, because emotion i n l e a r n i n g s i t u a t i o n s may be a 
r a r e l e v e l o f engagement, t e a c h e r s may n o t know q u i t e how t o 
d e a l w i t h i t . I t may be a new ex p e r i e n c e f o r t e a c h e r s o f t h e 
deaf c o o p e r a t i n g i n t h e s t u d y t o see e m o t i o n a l investment from 
t h e i r c h i l d r e n which i s p o t e n t i a l i n t h e drama o f The Labrador 
P r o j e c t . I t w i l l be o f i n t e r e s t t o t h e r e s e a r c h e r how t h e 
t e a c h e r s respond t o t h e c h i l d r e n ' s e m o t i o n a l i n v e s t m e n t . 
A f u r t h e r problem which may a r i s e due t o concerns expressed by 
t e a c h e r s i s t h e problem o f "Knowing what happens n e x t . S u r e l y 
somebody knows!" (Teacher i n t e r v i e w ) . T h i s c l a s s i c a l problem 
w h i c h t e a c h e r s who a r e new t o drama methods e x p e r i e n c e i s 
necessary t o e x p l o r e w i t h t h e t e a c h e r s . From t h e expressed 
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concern emanates a t r a d i t i o n a l r e l a t i o n s h i p between t e a c h e r 
and c h i l d r e n . I f t h e t e a c h e r i s t h e one who knows, t h e n o f 
course i t may mean i n a t r a n s m i s s i o n mind-set, t h a t t h e 
t e a c h e r knows e v e r y t h i n g t h a t i s g o i n g t o happen, s i m p l y 
because t h e t e a c h e r has made a l l t h e d e c i s i o n s and has planned 
e x a c t l y what i s g o i n g t o happen r e g a r d l e s s o f what t h e 
c h i l d r e n say, do o r s i g n a l . To e n t e r i n t o a P r o j e c t i n which 
t h e c h i l d r e n w i l l make demands upon t h e t e a c h e r , r a t h e r t h a n 
t h e o t h e r way around may be a r i s k f o r some t e a c h e r s . The 
conce r n f o r what happens n e x t i s more t h a n a problem o f t h e 
t e a c h e r ' s s e c u r i t y i n knowing what comes n e x t . T h i s s t r i k e s 
a t t h e v e r y h e a r t o f t h e i n s e c u r i t y o f a t e a c h e r who i s used 
t o knowing, b e i n g i n v i t e d t o r e l i n q u i s h such a secure 
p o s i t i o n . To ask a t e a c h e r t o move o u t o f t h e way o f t h e 
c h i l d r e n as t h e y g a i n d i r e c t access t o t h e c u r r i c u l u m , r a t h e r 
t h a n t h r o u g h t h e t e a c h e r h e r s e l f , may l e a d t o a f e e l i n g on t h e 
p a r t o f t h e t e a c h e r o f b e i n g a d r i f t i n a sea o f chaos. T h i s 
may be t h e case u n t i l such t i m e as t h e t e a c h e r h e r s e l f can 
f e e l a b l e t o m o n i t o r what i s a c t u a l l y happening i n t h e 
cla s s r o o m as opposed t o what she t h i n k s i s happening, o r 
s h o u l d be happening. The r e s e a r c h e r f e e l s t h a t much support 
may be needed i n h e l p i n g t h e t e a c h e r s t o m o n i t o r a t t h e a c t u a l 
l e v e l o f c h i l d r e n ' s a c t i v i t y . A f u r t h e r element o f t h i s 
p r o blem may be t h a t i f t e a c h e r s are n o t used t o m o n i t o r i n g 
such a c t i v i t y t h e n t h e y may need h e l p i n d e v e l o p i n g experience 
i n c r e a t i n g an o b s e r v i n g mode d u r i n g t h e P r o j e c t work. I f as 
has been s t a t e d , t h e t e a c h e r f e e l s t h a t she must work a t a 
maximum l e v e l , and has n o t c o n s i d e r e d a minimum, t h e n she may 
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n o t be a b l e t o observe t h e c h i l d r e n as much as she w i l l be 
a b l e t o i n The Labrador P r o j e c t . I f t h i s i s t h e case, t h e n 
t h e q u e s t i o n o f what happens n e x t may be even more d i f f i c u l t a 
concern f o r t h e t e a c h e r who f e e l s t h a t she has n o t t i m e t o 
observe. By o b s e r v a t i o n , t h e r e s e a r c h e r means as much 
p r o c e s s i n g o f t h e c h i l d r e n ' s a c t i v i t y as i s p o s s i b l e , f o r what 
t h e c h i l d r e n want t o do, and what t h e y need. U n t i l t h e 
t e a c h e r i s a b l e t o see t h e v a l u e o f t h i s o b s e r v a t i o n , t h e n t h e 
q u e s t i o n o f what happens n e x t may remain t h e p r o v i n c e o f t h e 
t e a c h e r h e r s e l f . 
The problem here i s connected t o t h e balance o f power between 
t e a c h e r and l e a r n e r i n t h e t e a c h i n g l e a r n i n g r e l a t i o n s h i p . I f 
t e a c h e r s a r e unused t o c h i l d r e n making demands on them th e n 
t h e y may demonstrate some r e s i s t a n c e toward t h e r e l a t i o n s h i p . 
A l s o , o f t e n t h e c h i l d r e n may n o t be a b l e t o f u l l y a r t i c u l a t e 
what i t i s t h e y want t o do i n a way i n which t h e t e a c h e r f i n d s 
a c c e p t a b l e . Or, when c h i l d r e n t a k e r e s p o n s i b i l i t y f o r t a s k s 
w h i c h t h e t e a c h e r f e e l s t h e y are unable t o do a p p r o p r i a t e l y , 
t h e t e a c h e r may s t e p i n and t a k e c o n t r o l t o o soon and deny t h e 
c h i l d r e n t h e o p p o r t u n i t y t o s t r u g g l e w i t h t h e t a s k which t h e y 
have d e t e r m i n e d f o r themselves. I f t h e t e a c h e r does t h i s , i t 
w i l l i n d i c a t e t h a t t h e t e a c h e r has n o t f u l l y accepted t h e 
r e l a t i o n s h i p s which have been s t r u c t u r e d i n t o t h e drama. 
I f c h i l d r e n make d e c i s i o n s t h a t appear t o t h e t e a c h e r as n o t 
a p p r o p r i a t e , o r p l a i n l y wrong i n t h e p e r c e p t i o n o f t h e 
t e a c h e r , t h e n t h e t e a c h e r w i l l have t o be a b l e t o stan d back 
r a t h e r t h a n move i n t o o q u i c k l y i n a c o r r e c t i n g mode. Rather 
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t h e t e a c h e r s h o u l d engage w i t h t h e c h i l d r e n i n such a way t h a t 
enables b o t h t o e n t e r i n t o d i a l o g u e about t h e i s s u e , o r event, 
o r a c t i o n w h i c h t h e c h i l d r e n a re s t r u g g l i n g w i t h o r have 
d e f i n e d f o r themselves, even though t h e t e a c h e r knows t h a t i t 
i s n o t b e i n g d e f i n e d i n an a d u l t way, o r even a s e n s i b l e way 
perhaps. The t e a c h e r ' s r o l e i n such s i t u a t i o n s i s t o work i n 
ways t h a t e nable t h e c h i l d r e n t o r e - d e f i n e t h e s i t u a t i o n , t h e 
problem, o r t h e course o f a c t i o n which t h e y have chosen. I n 
t h i s way, t h e t e a c h e r w i l l need t o be a b l e t o do t h a t which 
Heathcote^^ s t a t e s as ". . . a p p e a r i n g t o t a k e from t h e c h i l d r e n 
t h e i r i d e a s , b u t I'm r e a l l y g i v i n g them t h e i r ideas back i n an 
e n r i c h e d f o r m " (Heathcote, 1983). The Labrador P r o j e c t 
p r o v i d e s t e a c h e r - i n - r o l e c o n v e n t i o n s t h r o u g h which such 
t e a c h e r f u n c t i o n s can be made e a s i e r , t h r o u g h low s t a t u s r o l e s 
and a range o f c o n v e n t i o n s such as those suggested. 
I f t h e t e a c h e r s have p a r t i c u l a r l y s e t and c o m f o r t a b l e 
c o n c e p t i o n s o f t h e i r r o l e as t e a c h e r developed over t r a i n i n g 
e x p e r i e n c e s and y e a r s o f t e a c h i n g , t h e n changing t h i s r o l e may 
be c h a l l e n g i n g . The t e a c h e r s w i l l have t o c o n s i d e r v a r i o u s 
r o l e s t h r o u g h which t h e y can f u n c t i o n as c a t y l i s t , such as 
f o l l o w e r , as d e v i l ' s advocate, t h e one who cannot make 
d e c i s i o n s , and so on. The range o f r o l e s used i n t h e P r o j e c t 
can be seen i n t h e d e t a i l e d o u t l i n e o f The Labrador P r o j e c t . 
I f , f o r example, t e a c h e r s can n o t see themselves as any l e s s 
t h a n " t h e c e n t e r o f t h e classroom" o r as "needing t o t e l l 
c h i l d r e n " i n o r d e r f o r them t o l e a r n , t h e n t h e t e a c h e r s w i l l 
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need h e l p and s u p p o r t t o l o o k t h r o u g h o t h e r frames a t t h e 
cl a s s r o o m e x p e r i e n c e . 
A f u r t h e r problem connected t o t h e q u e s t i o n o f what happens 
n e x t i s t h e speed w i t h which t h e t e a c h e r can respond t o t h e 
c h i l d r e n ' s needs. Again, i f t h e t e a c h e r s can be enabled t o 
u t i l i z e t h e t e a c h e r t h i n k i n g e x e r c i s e (p. 9 5 ) , d i a l o g u e can be 
c o n t i n u e d and e n r i c h e d , and c h i l d r e n w i l l t e l l t h e t e a c h e r s 
what t h e y need. 
A f u r t h e r problem which may emerge a t a mana g e r i a l l e v e l , i s 
t h e speed w i t h which t e a c h e r s can respond w i t h r e s o u r c e s . Two 
elements o f t h i s problem may emerge. Resources used by t h e 
t e a c h e r s o f t h e deaf a r e o f t e n c r e a t e d by t h e t e a c h e r s 
t h emselves, t a k i n g t e x t b o o k m a t e r i a l s and s p e c i a l i z i n g them t o 
s u i t t h e needs o f t h e c h i l d r e n . Second, The Labrador P r o j e c t 
i s e xpected t o g e n e r a t e m a t e r i a l s n o t pre-planned by t h e 
t e a c h e r , b u t by t h e c h i l d r e n as t h e y respond t o t h e demands o f 
The Labrador P r o j e c t . T h e r e f o r e , t h e t e a c h e r s may need t o be 
a b l e t o c r e a t e r e s o u r c e s q u i c k l y i n response t o demands 
b r o u g h t by t h e c h i l d r e n as t h e y e x p e r i e n c e t h e P r o j e c t i n t h e 
m a n t l e o f t h e e x p e r t . I f , f o r example, t h e c h i l d r e n are a b l e 
t o make d e c i s i o n s about d i r e c t i o n o f s t u d y when p l a n n i n g t h e 
e x p e d i t i o n , t h e t e a c h e r s w i l l have t o be a b l e t o respond 
q u i c k l y and p r o v i d e t e a c h i n g r e s o u r c e s i n o r d e r t o enable t h e 
c h i l d r e n t o work e f f i c i e n t l y . 
Connected w i t h t h e c r e a t i o n o f such re s o u r c e s i s t h e t e a c h e r s ' 
concerns w i t h r e a c h i n g c u r r i c u l u m o b j e c t i v e s . The t e a c h e r s 
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w i l l need t o be a b l e t o l o c a t e s i t e s i n t h e P r o j e c t where 
c u r r i c u l u m areas can be i n t r o d u c e d and developed. I n t h e 
i n t e r e s t s o f t h e f l o w o f The Labrador P r o j e c t , t h e t e a c h e r s 
w i l l need t o f e e l c o m f o r t a b l e t h a t c u r r i c u l u m areas w i t h which 
t h e y a r e concerned w i l l be i n t r o d u c e d . T h i s may mean t h a t t h e 
t e a c h e r s may want t o see t h e "drama" t i m e as separate t o t h e 
c u r r i c u l u m s t u d y i n which t h e y seek t o engage t h e i r s t u d e n t s . 
However, t h e P r o j e c t i s designed i n o r d e r t o c r e a t e a dr a m a t i c 
f i c t i o n upon whic h o t h e r c u r r i c u l u m areas can f l o u r i s h , r a t h e r 
t h a n as a s e p a r a t i o n . I n The Labrador P r o j e c t , t h e aim i s t o 
see t h e c u r r i c u l u m and t h e drama as a dynamic u n i t y , as 
opposed t o s e p a r a t e b u t p a r a l l e l systems. I f t h e y are seen as 
s e p a r a t e by t h e t e a c h e r s , t h e n t h e r e may be a tendency t o 
c o n c e p t u a l i z e t h e drama as " a c t i n g o u t what we have j u s t done 
i n c l a s s " , o r as a d r a m a t i z a t i o n o f what has been covered " i n 
c l a s s " . I f t e a c h e r s see t h e drama as elements t o be "done" 
r e q u i r i n g pre-work i n t h e classroom, t h e n t h e y may f a l l i n t o a 
c o n c e p t i o n o f t h e d r a m a t i c encounters as d r a m a t i z i n g classroom 
work as opposed t o h a v i n g classroom work emanate from them and 
v i c e v e r s a . T h i s may be i n f o r m e d by t h e t e a c h e r ' s assumptions 
o f drama as " e x t r a - c u r r i c u l a r " as opposed t o c u r r i c u l u m 
e x p e r i e n c e , and echo t e a c h e r assumptions o f t h e t e a c h e r - i n -
r o l e c o n v e n t i o n as " a c t i n g " . T r a i n i n g may need t o i n c l u d e an 
e x p l o r a t i o n o f t h e r o l e o f t h e t e a c h e r i n o r d e r t o f a c i l i t a t e 
t h i s . 
The communication mode o f t h e classroom may become a concern, 
however t h e r e s e a r c h e r g a t h e r e d no concerns on t h i s area on 
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t h e p a r t o f t e a c h e r s . The q u e s t i o n o f communication mode, 
whether, ASL, P i d g i n Sign Language o r o t h e r SSS (Sign Support 
Systems) was n o t a concern i n t h e s e e a r l y meetings. However, 
because t h e P r o j e c t c o n c e p t u a l i z e s t h e l e a r n i n g process as a 
p r o b l e m - s o l v i n g and i n q u i r y mode, t h e t e a c h e r s may f i n d a 
problem h e r e . I t may be t h a t t h e t e a c h e r s w i l l f i n d 
s i g n i f i c a n t d i f f e r e n c e i n t h e demands on communication modes 
because t h e y a r e w o r k i n g more i n group s e t t i n g w i t h c h i l d r e n 
i n v o l v e d i n p r o b l e m - s o l v i n g a c t i v i t i e s . As Luckner s t a t e s , ^ ' 
"Recent changes i n views o f language a c q u i s i t i o n have r e s u l t e d 
i n a t r a n s i t i o n f rom a focus on s t r u c t u r e t o a focus on 
communicative uses o f language i n r e a l l i f e environments", 
( w h i c h echoes t h e p l e a s o f T i l l i n g h a s t ) , and t h a t " i n t h i s 
p e r s p e c t i v e i t i s contended t h a t language i s a c q u i r e d r a t h e r 
t h a n t a u g h t " . Luckner goes on t o s t a t e , "As a r e s u l t , 
e d u c a t o r s who work w i t h h e a r i n g i m p a i r e d s t u d e n t s must g i v e 
s p e c i a l a t t e n t i o n t o t h e language environment,...". 
Because group p r o b l e m - s o l v i n g a c t i v i t i e s r e q u i r e s t u d e n t s t o 
use language t o convey t h e i r t h o u g h t s , ideas and messages t o 
each o t h e r , t h e t e a c h e r s may need t o c o n s i d e r how t o s t i m u l a t e 
c h i l d r e n t o engage w i t h each o t h e r i n t h e p r o b l e m - s o l v i n g 
a c t i v i t y . I f c h i l d r e n a r e unused t o w o r k i n g i n group problem-
s o l v i n g a c t i v i t y , t h e t e a c h e r s may need t o c o n f r o n t t h e 
p r o b l e m o f c h i l d r e n ' s a b i l i t y o r o p p o r t u n i t y t o c a r r y o u t 
o p e r a t i o n s i n t h e areas which Pendergrass and Hodges^° found 
l a c k i n g i n t h e i r r e s e a r c h on group problem s o l v i n g , t h e i r work 
n o t e d t h a t "few i n t e r a c t i o n s had o c c u r r e d i n c a t e g o r i e s 7-9" 
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w h i c h d e a l t w i t h , a s k i n g f o r i n f o r m a t i o n , a s k i n g f o r o p i n i o n 
and a s k i n g f o r s u g g e s t i o n s . The t e a c h e r s ' i n t e r a c t i o n s w i t h 
t h e c h i l d r e n i n t h e P r o j e c t may be l i m i t e d by t h e c h i l d r e n ' s 
a b i l i t y t o f u n c t i o n i n these t h r e e areas. However, i t may be 
t h e case t h a t t e a c h e r s do n o t i n v i t e responses i n these areas. 
The drama process i s a shared e x p e r i e n c e and c o l l e c t i v e 
a c t i v i t y i n w h i c h group problem s o l v i n g i s an i m p o r t a n t 
element. The problems p r e s e n t e d by Pendergrass and Hodges may 
be j u s t as much a problem o f t h e s t u d e n t s ' p e r c e p t i o n o f t h e 
c l a s s r o o m s e t t i n g as i t i s o f t h e a b i l i t y t o ask q u e s t i o n s . 
I f t h e c h i l d r e n ' s ' v o i c e ' i s n o t used t o b e i n g e x e r c i s e d as a 
v a l i d p a r t o f t h e l e a r n i n g p rocess, t h e n t h i s w i l l be an added 
problem. 
A f u r t h e r problem may be t h a t t h e t e a c h e r s w i l l n o t p r o v i d e 
enough t i m e f o r s t u d e n t s t o become engaged i n t h i s way. 
Indeed, i f t h e t e a c h e r s do n o t p r o v i d e enough "Wait Time" , as 
Q u i n s l a n d and Ginkel^^ d e s c r i b e , "Too o f t e n , t h e t e a c h e r s 
answer t h e i r own q u e s t i o n s because o f t h e i r d i s c o m f o r t w i t h 
s i l e n c e o r t h e i r need t o g e t t h e expected answer". A l s o , i f 
c h i l d r e n a r e slow t o ask f o r i n f o r m a t i o n , o p i n i o n s , o r 
s u g g e s t i o n s , t h e t e a c h e r may a l s o do t h a t f o r them, r e d u c i n g 
t h e c h i l d r e n ' s p o t e n t i a l l e v e l s o f engagement i n t h e P r o j e c t . 
Of p a r t i c u l a r importance t o t h e s e problems i s t h e process o f 
q u e s t i o n i n g i n r e f l e c t i v e phases o f t h e P r o j e c t f o l l o w i n g 
a c t i o n phases o f t h e drama. The c h i l d r e n may need t i m e and a 
v a r i e t y o f a c t i v i t i e s such as w r i t i n g and drawing t o p r o v i d e 
s u f f i c i e n t t i m e f o r r e f l e c t i o n t o occur. I f r e f l e c t i v e phases 
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a r e seen o n l y as s m a l l segments o f t h e P r o j e c t , r a t h e r t h a n an 
ongoi n g p r o c e s s , o p p o r t u n i t i e s may be reduced f o r t h e c h i l d r e n 
t o see r e f l e c t i o n as an e n j o y a b l e stage toward new a c t i o n 
phases. 
A f u r t h e r problem expressed by t h e t e a c h e r s i s classroom 
c o n t r o l s t r a t e g i e s . When s h o u l d t h e t e a c h e r i n t e r v e n e and 
when s h o u l d she s t a y o u t o f i n t e r a c t i o n w i t h t h e c h i l d r e n ? I f 
t h e c o n t r o l o f i n t e r a c t i o n a l sequences i n t h e classroom 
d i f f e r s f rom t h e c o n t r o l o f i n t e r a c t i o n i n c o n v e r s a t i o n a l 
s e t t i n g s , t h e n t h e c h i l d r e n and t e a c h e r s w i l l e x perience t h i s 
p a r t i c u l a r l y i n The Labrador P r o j e c t . As Kluwin^^ has s t a t e d 
"Two f a c t o r s which account f o r t h e above ' f a i r l y common 
o b s e r v a t i o n ' a r e , r e l a t i v e s t a t u s o f t h e p a r t i c i p a n t s and t h e 
t o p i c under d i s c u s s i o n " . I n The Labrador P r o j e c t , t h e s t a t u s 
o f b o t h t e a c h e r and c h i l d r e n must change. The i n t e r a c t i o n s 
between Mendoza and t h e c h i l d r e n a re c o n v e r s a t i o n a l w i t h i n t h e 
d r a m a t i c f i c t i o n , as t h e y a r e between Natana and t h e c h i l d r e n . 
The c h i l d r e n ' s s t a t u s i s changed as t h e y work w i t h i n t h e 
ma n t l e o f t h e e x p e r t c o n v e n t i o n and changed f u r t h e r as th e y 
p r o g r e s s t h r o u g h t h e P r o j e c t and i d e n t i f i a b l e a t t i t u d e s 
emerge. I f , a t t h e end o f a phase i n which t h e c h i l d r e n and 
Mendoza have i n t e r a c t e d , t h e t e a c h e r s r e t u r n t o t h e classrooms 
and s w i t c h t h e i n t e r a c t i o n t o one more i n l i n e w i t h Kluwin's 
s t a t e m e n t t h a t " I n classroom i n t e r a c t i o n , t h e r e l a t i v e s t a t u s 
o f t h e i n t e r l o c u t o r s i s c o n v e n t i o n a l l y d e f i n e d " ( i b i d ) , t h e n 
b o t h t e a c h e r s and c h i l d r e n w i l l e x p e r i e n c e a s e p a r a t i o n 
between t h e drama t i m e and t h e classroom experiences which 
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w i l l f u r t h e r h e l p t o s e p a r a t e t h e classroom work, as 
c o n c e p t u a l i z e d by t e a c h e r s , from t h e drama f i c t i o n o f t h e 
P r o j e c t . As Heathcote^^ s t a t e s , " . . . t h e language o f t h e 
c l a s s r o o m i s q u i t e p a r t i c u l a r . No one t a l k s t o c h i l d r e n as 
t e a c h e r s do i n t h e s c h o o l environment". However, i f t h e drama 
i s t o be s u c c e s s f u l , t h e d r a m a t i c encounters between Mendoza, 
Natana and t h e c h i l d r e n must be c o n c e p t u a l i z e d as 
c o n v e r s a t i o n , d i a l o g u e between i n t e r l o c u t o r s i n s t a t u s e s 
d i f f e r e n t f rom t h e t r a d i t i o n a l l y i n f o r m e d classroom s e t t i n g . 
But a l s o , t h e classroom s e t t i n g i t s e l f w i l l undergo 
s i g n i f i c a n t change i n t h i s r e s p e c t as t h e classroom work 
i n v o l v e s t h e c h i l d r e n s t i l l i n t h e frame o f " e x p e r t " r a t h e r 
t h a n as " s t u d e n t " . As Heathcote has s t a t e d , "The l a s t t h i n g I 
want i n my classroom i s students!" ( i b i d ) . 
Concerns whic h emanate from t e a c h e r s r e l a t e d t o classroom 
c o n t r o l may a l s o emanate from a p e r c e i v e d d i s t a n c e between t h e 
t e a c h e r - i n - r o l e and t h e t e a c h e r as t e a c h e r . I f t h e t e a c h e r 
works i n r o l e w i t h t h e c h i l d r e n , she may t h e n r e t u r n t o t h e 
c l a s s r o o m s e t t i n g and s w i t c h back i n t o t r a d i t i o n a l 
t e a c h e r / c h i l d r e n r e l a t i o n s h i p . However, such a s w i t c h i s l e s s 
l i k e l y due t o t h e f a c t t h a t because t h e t e a c h e r has worked i n 
r o l e w i t h t h e c h i l d r e n , she has t h e s p e c i a l advantage o f 
h a v i n g been w i t h i n t h e d r a m a t i c f i c t i o n w i t h t h e c h i l d r e n and 
t h e r e f o r e t h i s o f i t s e l f s h o u l d i n f l u e n c e t h e development o f 
o t h e r r o l e s t h a t t h e t e a c h e r i n t h e classroom i s a b l e t o p l a y . 
The t e a c h e r - i n - r o l e has a l r e a d y e x p e r i e n c e d , w i t h t h e 
c h i l d r e n , t h e d r a m a t i c encounter, t h e r e f o r e r e t u r n i n g t o t h e 
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c l a s s r o o m , she s h o u l d f e e l a d i f f e r e n c e i n h e r r e l a t i o n s h i p t o 
t h e c h i l d r e n . She a l r e a d y knows what t h e c h i l d r e n have done 
o r s a i d , so t h e classroom a c t i v i t y i s b e g i n n i n g from a 
d i f f e r e n t s t a r t i n g p o i n t anyway. 
I f t e a c h e r s c o n c e p t u a l i z e t h e t e a c h e r - i n - r o l e as a c t i n g , t h e y 
may c o n t r i b u t e t o c o n t r o l problems s i m p l y because o f t h i s 
c o n c e p t i o n . I f t h e y c o n c e p t u a l i z e themselves as "not t e a c h e r " 
b u t Mendoza, o r Natana, t h e n t h e y may r e l i n q u i s h a l l t e a c h e r 
s t a t u s and so a u t h o r i t y . The t a s k here w i l l be t o enable t h e 
t e a c h e r s t o see t h e d u a l mind-set, o r "metaxis" (Boal^^) i n 
w h i c h t h e t e a c h e r works i n two w o r l d s a t once. T h i s may be a 
new e x p e r i e n c e f o r t h e c o o p e r a t i n g t e a c h e r s i n which t h e 
c o n c e p t i o n o f t e a c h e r - i n - r o l e i s a v i t a l u n d e r s t a n d i n g which 
needs t o be developed. Not o n l y w i l l t h e t e a c h e r s work i n 
r o l e as Mendoza and Natana, t h e y w i l l a l s o work i n r o l e d u r i n g 
t h a t w h i c h i s c a l l e d classroom work, as members o f t h e 
E x p e d i t i o n Team. 
D u r i n g classroom work, phases i n t h e P r o j e c t d u r i n g which t h e 
c h i l d r e n a r e engaged i n a wide range o f a c t i v i t i e s , such as 
p l a n n i n g , r e s e a r c h , w r i t i n g , d r a w i n g , map making and science 
e x p e r i m e n t s , t h e t e a c h e r ' s r o l e i s a l s o changed from t h e 
t r a d i t i o n a l . Because t h e c h i l d r e n are w o r k i n g as e x p e r t s , t h e 
t e a c h e r must c o n t i n u e t o c o n c e p t u a l i z e t h e c h i l d r e n i n t h i s 
way. A r e t u r n t o "Teacher" w i t h a BIG T, w i l l communicate t o 
t h e c h i l d r e n t h a t t h e communication s e t t i n g has changed back 
a g a i n f o l l o w i n g t h e d r a m a t i c encounter w i t h t h e t e a c h e r - i n -
r o l e . I n o r d e r t o f a c i l i t a t e t h e t e a c h e r s i n t a k i n g lower 
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s t a t u s r o l e s , some concerns may develop over t h e need t o g i v e 
t h e c h i l d r e n i n f o r m a t i o n i n o r d e r t h a t t h e work can be 
completed p r i o r t o t h e n e x t meeting w i t h Mendoza o r Natana. 
Choice o f r o l e s d u r i n g these phases o f work w i l l need t o be 
a p p r o p r i a t e , p r o v i d i n g t h e t e a c h e r w i t h lower s t a t u s o r lower 
r a n k i n g r o l e s . However, choosing these r o l e s w i l l o n l y make 
sense t o t h e t e a c h e r i f t h e t e a c h i n g s t r a t e g y i s c l e a r l y 
u n d e r s t o o d . I f t h e t e a c h e r chooses t o p l a y t h e r o l e o f a 
s t o r e keeper, i n charge o f g e t t i n g t h e resources t h e c h i l d r e n 
say t h e y need, t h e n c o n t i n u e s t o o p e r a t e as t h e one-who-knows 
i n r e l a t i o n t o t h e c h i l d r e n ' s work, t h e n t h i s r o l e has n o t 
made sense t o t h e t e a c h e r . I t may be t h e case t h a t t h e 
c h i l d r e n w i l l o f f e r some r e s i s t a n c e t o t h e t e a c h e r ' s s t a t u s , 
and demand o f them t h a t t h e y r e t u r n t o t h e r e g u l a r classroom 
r e l a t i o n s h i p s and have t h e t e a c h e r s t e l l them what needs t o be 
done, o r what t h e y s h o u l d be d o i n g . 
The t e a c h e r ' s e x p r e s s i o n s o f t h i s r e l a t i o n s h i p a re numerous, 
i n d i c a t i n g t h a t changing t h e r e l a t i o n s h i p s i n ways i n which 
t h e c h i l d r e n a r e n o t f r u s t r a t e d may be a problem. Time w i l l 
be needed t o enable t h e t e a c h e r s t o make such demands on t h e 
c h i l d r e n t o t r u s t them i n t h i s r e l a t i o n s h i p , however t h e 
d e s i r e t o " t e l l " a c h i l d what she needs t o know, o r what she 
s h o u l d be d o i n g , may be g r e a t . The dependency on t e a c h e r 
echoes t h e l i t e r a t u r e and t h e concerns expressed by t e a c h e r s 
themselves. 
I f t h e t e a c h e r t e l l s c h i l d r e n b e f o r e t h e y have had a chance t o 
m o n i t o r what i s f o r t h e c h i l d r e n , t h e n t h e y may be c o n f i r m i n g 
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a v i e w o f t h e c h i l d r e n as a d e f i c i t model. I f t h e t e a c h e r s 
p l a c e themselves i n a t e l l i n g mode i n t h e work, t h e n t h e y may 
do t h e v e r y t h i n g t h a t Hockersmith^^ encourages t e a c h e r s n o t t o 
do, "We must s t o p t e l l i n g them what we know". T h i s r a i s e s t h e 
problem o f e x p e c t a t i o n o f t h e c h i l d r e n by t h e t e a c h e r s . 
I f t e a c h e r s d e t e r m i n e t h a t what a c h i l d has decided i s wrong, 
o r n o t d e f i n e d i n t h e way t h e t e a c h e r would d e f i n e i t , o r , i f 
t h e t e a c h e r t e l l s t h e c h i l d r e n t h a t t h e i r ideas are n o t good 
enough, t h e n t h e t e a c h e r s w i l l c o n f i r m upon t h e P r o j e c t a 
t r a d i t i o n a l t r a n s m i s s i o n o r i e n t e d stance toward t h e c h i l d r e n . 
I f t h e t e a c h e r s engage i n t o o much c o r r e c t i n g , t h e y may l e s s e n 
t h e p o t e n t i a l o f t h e s o c i a l i n t e r a c t i o n , c o n v e r s a t i o n and 
d i a l o g u e w h i c h u n d e r p i n s and d r i v e s t h e r e l a t i o n s h i p s i n t h e 
P r o j e c t . T h e r e f o r e t h e r e l a t i o n s h i p s i n t h e classroom 
between t e a c h e r and c h i l d r e n i n t h i s P r o j e c t demand t h a t these 
a r e s t r u c t u r e d f o r , r a t h e r t h a n b e i n g l e f t t o chance. T h i s 
means t h a t t h e t e a c h e r ' s o b j e c t i v e i s always t o e n t e r i n t o 
d i a l o g u e w i t h t h e c h i l d r e n , as opposed t o a t e l l i n g , 
t r a n s m i t t i n g r e l a t i o n s h i p i n which t h e c h i l d r e n are p a s s i v e 
r e c e i v e r s o f t h e t e a c h e r ' s i d e a s . The p r a g m a t i c s u p p o r t 
p r o v i d e d by t h e d r a m a t i c c o n t e x t i s a c r u c i a l s u p p o r t t o 
communication i n t h e classroom phases o f t h e P r o j e c t , 
t h e r e f o r e t o c o n c e p t u a l i z e t h e drama as s e p a r a t e t o t h e work 
o f t h e classroom must be avoided i n t h e t r a i n i n g w i t h t h e 
t e a c h e r s . 
I f t h e d r a m a t i c encounters can be p e r c e i v e d by t h e t e a c h e r s as 
p l a t f o r m s and s c a f f o l d s t h r o u g h which t o engage t h e c h i l d r e n 
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i n t h e development o f t h e work, t h e n t h e t e a c h e r can use t h e 
drama t o s t i m u l a t e t h e classroom work r a t h e r t h a n suddenly 
appear t o be d o i n g something d i f f e r e n t once we are i n t h e 
c l a s s r o o m . 
F u r t h e r concerns may emanate from t h e use o f t h e environments 
i n t h e s c h o o l i n w h i c h t h e P r o j e c t t a k e s p l a c e , and these 
concerns connect w i t h t h e t e a c h e r s ' p e r c e p t i o n o f drama-as-
method o v e r a l l . The P r o j e c t i s designed t o u t i l i z e a number 
o f p h y s i c a l s e t t i n g s : t h e classroom, a conference space, t h e 
t h e a t r e space, and t h e l i b r a r y / r e s o u r c e c e n t e r . These spaces 
b r i n g d i f f e r e n t e x p e c t a t i o n s t o b o t h t h e c h i l d r e n and t h e 
t e a c h e r s . The s i g n a l s which emanate from these spaces and t h e 
e v e n t s w h i c h t a k e p l a c e w i t h i n them, may s i g n a l t o c h i l d r e n i n 
ways which a r e d e t r i m e n t a l t o t h e c o n t i n u i n g c o n v e n t i o n o f t h e 
m a n t l e o f t h e ' e x p e r t ' . A l s o , t e a c h e r s themselves may n o t 
w i s h t o demonstrate themselves as w o r k i n g i n a d i f f e r e n t 
s t a t u s when o t h e r s a r e p r e s e n t i n such environments. The 
p h y s i c a l s e t t i n g s o f t h e P r o j e c t must t h e r e f o r e be t r a n s f o r m e d 
i n o r d e r t o s i g n a l t o t h e c h i l d r e n t h e c o n t i n u a n c e o f t h e i r 
e x p e r t i s e . I f , f o r example, c h i l d r e n go t o t h e resource 
c e n t e r i n s e a r c h o f i n f o r m a t i o n , t h e Resource Center Teacher 
s h o u l d be aware o f t h e P r o j e c t ' s v a l u e s and assumptions and be 
a b l e t o respond t o t h e c h i l d r e n i n a way a p p r o p r i a t e t o t h e 
P r o j e c t ' s demands. The classroom i t s e l f may need t o undergo 
some t r a n s f o r m a t i o n and r e f l e c t i n i t s p h y s i c a l arrangement, 
t h e frame o f ' e x p e r t ' e x p e d i t i o n team members p l a n n i n g a 
d e t a i l e d e x p e d i t i o n t o t h e Labrador. The Conference Room 
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s e t t i n g s h o u l d r e f l e c t t h e same concerns f o r s i g n a l s , c r e a t i n g 
an a p p r o p r i a t e environment f o r t h e f i r s t and subsequent 
meetings w i t h Mendoza. Perhaps t h e e a s i e s t s e t t i n g t o c r e a t e 
i s t h e t h e a t r e i t s e l f , however, care w i l l need t o be ta k e n 
t h a t t e a c h e r s and c h i l d r e n do n o t p e r c e i v e t h i s space as a 
performance space. P a r t i c u l a r care w i l l need t o be g i v e n t o 
t h e t e a c h e r ' s use o f t h e t h e a t r e , encouraging them t o see t h e 
space as a classroom as w e l l as a performance space. The 
l a t t e r would be d e t r i m e n t a l t o t h e P r o j e c t , i f t h e t e a c h e r s 
become i n v o l v e d w i t h t h e i r work as a c t o r s , a l a b e l which must 
be guarded a g a i n s t . 
Teacher's expressed concerns about w o r k i n g i n r o l e may be 
i n c r e a s e d by t h e knowledge t h a t p a r t o f t h e P r o j e c t t a k e s 
p l a c e i n t h e t h e a t r e , which f o r some t e a c h e r s i s a f o r e i g n 
space t o work i n . T h e i r assumptions about "What goes on i n 
t h e t h e a t r e " (Teacher i n t e r v i e w ) may i n f l u e n c e t h e i r work i n 
r o l e as t h e y t o o w i l l r e a d t h e s i g n a l s o f t h a t p a r t i c u l a r 
space. 
The r e s e a r c h e r r e a l i z e s t h e v i t a l importance o f t h e v i s u a l 
channel i n The Labrador P r o j e c t and draws upon t h e c r a f t 
s k i l l s and processes o f d e s i g n f o r t h e t h e a t r e . As Carver^* 
has emphasized, t h e v i t a l importance o f t h e v i s u a l channel, 
t h e r e s e a r c h e r draws upon t h e t h e a t r i c a l ' s i g n ' (Heathcote^^, 
Pavis^^, and, Elam^') , i n c r e a t i n g a r i c h v i s u a l c o n t e x t i n The 
Labrador P r o j e c t . 
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The t e a c h e r - i n - r o l e c o n v e n t i o n r e q u i r e s p a r t i c u l a r s i g n a l l i n g , 
i n o r d e r t h a t c h i l d r e n know t h a t t h e t e a c h e r i s w o r k i n g i n 
r o l e . I n a h e a r i n g c o n t e x t , t h i s can be done by " a g r e e i n g " as 
H eathcote s t a t e s . T h i s agreement, i n t h e form o f a c o n t r a c t 
t o e n t e r i n t o f i c t i o n , i s f u r t h e r developed i n t h i s c o n t e x t by 
u s i n g costume and o b j e c t s a p p r o p r i a t e l y chosen f o r t h e r o l e s 
o f Mendoza and Natana. E n r i c h i n g t h e p o t e n t i a l e n t r y i n t o 
c o n t r a c t , t h r o u g h t h e use o f costume and o b j e c t s i s an 
i m p o r t a n t p a r t o f t h e t e a c h e r - i n - r o l e work i n The Labrador 
P r o j e c t . The r a t i o n a l e f o r such accoutrements l i e s i n t h e 
v i s u a l p r o c e s s i n g channel o f deaf and h e a r i n g i m p a i r e d 
c h i l d r e n . However, t h e r e s e a r c h e r i s a l s o aware t h a t overuse 
o f t h e s e d e v i c e s may c r e a t e " v i s u a l n o i s e " and hamper t h e 
c h i l d r e n ' s f o c u s o f a t t e n t i o n . Costume and o b j e c t s are 
t h e r e f o r e chosen w i t h economy i n a t t e m p t i n g t o c r e a t e 
s i g n i f i c a n c e . The impact o f t h e use o f costume and o b j e c t s , 
i s r e c o g n i z e d as a means o f v i s u a l l y e n r i c h i n g c o n t r a c t u a l 
arrangements between t e a c h e r - i n - r o l e and c h i l d r e n , and a l s o 
f o r e n r i c h i n g t h e c o n t e x t o f t h e drama. A l s o , i n t h e case o f 
t h e costuming o f Natana, t h e costume i s a s i g n i f i c a n t d e v i c e 
i n t h a t t h e t e a c h i n g r e s o u r c e s t o which t h e c h i l d r e n g a i n 
access t h r o u g h t h e Resource Center, c o n t a i n v i s u a l images 
s i m i l a r t o t h e t e a c h e r - i n - r o l e as t h e c h i l d r e n d i s c o v e r who 
Natana i s . The process o f drama i n v o l v e s a s t e p p i n g back from 
t h e a c t u a l w o r l d i n t o f i c t i o n . The costuming a i d s t h i s 
s t e p p i n g back, i n t o t h e w o r l d s o f Mendoza and Natana, and as 
t h e l i t e r a t u r e and t e a c h e r s expressed, t h e w o r l d experience 
and background i n f o r m a t i o n o f t h e c h i l d r e n may be l a c k i n g . 
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That w h i c h may be t a k e n f o r g r a n t e d i n a h e a r i n g c o n t e x t 
cannot be t a k e n f o r g r a n t e d h e r e . The c h i l d r e n , i t i s 
s u s p e c t e d , w i l l have no awareness o f who Mendoza and Natana 
a r e , o r what t h e y r e p r e s e n t . The c r e a t i o n o f as r i c h a model 
as p o s s i b l e i s t h e r e f o r e enhanced by t h e use o f costume and 
o b j e c t s t h r o u g h w h i c h t o e n r i c h t h e d r a m a t i c c o n t e n t . 
Teachers c o o p e r a t i n g i n t h e s t u d y may b e l i e v e t h a t t h e wearing 
o f costumes i s n o t necessary. They may f e e l awkward i n u s i n g 
costumes w i t h t h e i r c h i l d r e n o r t h a t u s i n g costume w i l l 
c o n f u se t h e i r c h i l d r e n . The v a l u e o f such ' s i g n i n g ' i s 
t h e r e f o r e an i m p o r t a n t element i n t h e t r a i n i n g elements i n t h e 
i m p l e m e n t a t i o n o f The Labrador P r o j e c t . P a r t o f t h e t r a i n i n g 
i n c l u d e s t h e r e f o r e , e x p l o r a t i o n o f t h e drama-signs used i n t h e 
P r o j e c t and t h e i r f u n c t i o n f o r b o t h t h e t e a c h e r and t h e 
c h i l d r e n d u r i n g t h e P r o j e c t . 
A p a r t from costume and o b j e c t s , t h e t e a c h e r s w i l l a l s o need t o 
c o n s i d e r n o n - v e r b a l s i g n i n g ^ " . T h i s b r i n g s t h e r e s e a r c h e r t o 
t h e problem o f d i a l o g u e and communication i n t h i s s p e c i a l and 
p a r t i c u l a r c o n t e x t o f drama-as-method i n deaf e d u c a t i o n . 
The communication modes adopted by t h e t e a c h e r s i n The 
Labrador P r o j e c t do n o t achieve s i g n i f i c a n c e as a concern 
u n t i l a l m o s t t h e p o i n t o f i m p l e m e n t a t i o n o f t h e P r o j e c t . 
Choice o f m o d a l i t y i s i n f o r m e d by an u n s t a t e d p o l i c y o f t h e 
s c h o o l w h i c h r e c o g n i z e s T o t a l Communication as t h e p h i l o s o p h y 
t o w h i c h t h e s c h o o l i s committed. However, w i t h i n t h i s p o l i c y 
i s a l s o t h e q u a l i f i e r t h a t "Teachers s h o u l d use whatever 
84 
method t h e y f e e l b e s t w i t h " (Reade and O'Dea*^) . Such a 
p h i l o s o p h y enables t e a c h e r s t o u t i l i z e a v a r i e t y o f 
communication modes, i n c l u d i n g ASL, PSL, SSS, Voice, F i n g e r -
s p e l l i n g , L i p - r e a d i n g and E n g l i s h . T h i s s t u d y does n o t focus 
on one o r a n o t h e r o f t h e s e modes as more a p p r o p r i a t e t h a n 
o t h e r s , though f u r t h e r r e s e a r c h i n t h i s area may be an outcome 
o f t h i s s t u d y . Rather, t h e communication modes used by 
t e a c h e r s a r e s i g n i f i c a n t i n t h i s s t u d y o n l y i n as much as t h e y 
became concerns f o r t h e t e a c h e r s c o o p e r a t i n g i n i t . However, 
i t i s a f a c t t h a t communication i s t h e prime i s s u e i n deaf 
e d u c a t i o n , and as such, i n t h i s s t u d y t h e r e s e a r c h e r 
r e c o g n i z e s i t s prime importance. I n d o i n g so, t h e r e s e a r c h e r 
i s i n a p o s i t i o n t o acknowledge t h a t one o f t h e problems o f 
t r a i n i n g t e a c h e r s o f t h e deaf t o implement drama methods i s 
u n d o u b t e d l y communication s k i l l s , as i n any o t h e r area o f 
e d u c a t i o n o f t h e deaf. However, communication s k i l l s , and 
mode, do n o t appear as a concern f o r t h e t e a c h e r s d u r i n g t h e 
i m p l e m e n t a t i o n process. 
Summary. 
T h i s c h a p t e r began w i t h an o u t l i n e o f t h e immediate concerns 
f o r t e a c h e r s d u r i n g i n i t i a l meetings, p r i o r t o b e g i n n i n g t h e 
i m p l e m e n t a t i o n process. The r e s e a r c h e r has l i s t e d a number o f 
p o t e n t i a l problem areas i d e n t i f i e d t h r o u g h d i s c u s s i o n s , 
i n t e i r v i e w s and e a r l y p l a n n i n g meetings w i t h t h e t e a c h e r s , as 
w e l l as some problems which are p a r t i c u l a r t o t h e c o n t e x t o f 
deaf e d u c a t i o n . F u r t h e r problems have been proposed r e q u i r i n g 
p a r t i c u l a r a t t e n t i o n i n t r a i n i n g elements, such as q u e s t i o n i n g 
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s t r a t e g i e s , and t e a c h e r / c h i l d r e l a t i o n s h i p s , and t r a i n i n g 
elements f o r drama-as-method have a l s o be c i t e d . 
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Chapter Four The Implementation of 
The Labrador P r o j e c t 
The model o f i m p l e m e n t a t i o n c r e a t e d f o r t h e i m p l e m e n t a t i o n o f 
The Labrador P r o j e c t draws from t h e CBAM (Concerns Based 
A d o p t i o n Model) and t h e IPM ( I n n o v a t i o n s P r o f i l e Model). 
These models a r e used by t h e r e s e a r c h e r t o f a c i l i t a t e a 
c o l l a b o r a t i v e approach tow a r d t h e process o f i m p l e m e n t a t i o n 
and a l s o a system o f communication which i s e f f e c t i v e i n 
e n a b l i n g t e a c h e r s t o express t h e i r concerns and i d e n t i f y 
p roblem areas. The importance o f communication between 
t e a c h e r s and r e s e a r c h e r i s n o t u n d e r e s t i m a t e d . 
The Concerns Based A d o p t i o n Model " . . . i d e n t i f i e s t h e v a r i o u s 
l e v e l s o f t e a c h e r concern about an i n n o v a t i o n , and how t h e 
t e a c h e r i s u s i n g t h e i n n o v a t i o n i n t h e classroom" ( H a l l and 
Loucks^) . The r e s e a r c h e r has adopted t h e Concerns Sheet 
(Appendix 3) as t h e means o f e n a b l i n g i n d i v i d u a l t e a c h e r s t o 
communicate d i r e c t l y w i t h t h e r e s e a r c h e r , as t h e y f e e l and 
i d e n t i f y concerns and problems. The f u n c t i o n o f t h e Concerns 
Sheet i s t o p r o v i d e t h e r e s e a r c h e r w i t h s t atements from 
t e a c h e r s w h i c h a r e t h e n a n a l y z e d by t h e r e s e a r c h e r and 
responded t o . Teachers a r e i n v i t e d t o use t h e Concerns Sheets 
a t any t i m e , and t o w r i t e i n complete sentences, so t h a t t h e 
r e s e a r c h e r may make d e c i s i o n s about p r o f e s s i o n a l development 
work and i n - s e r v i c e d u r i n g t h e i m p l e m e n t a t i o n o f The Labrador 
P r o j e c t . T h i s system a l l o w s t h e r e s e a r c h e r t o respond s w i f t l y 
t o t e a c h e r s ' concerns and t o i d e n t i f y problems. 
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The I n n o v a t i o n s P r o f i l e Model, (Leithwood^) " . . . a l l o w s 
t e a c h e r s and c u r r i c u l u m workers t o develop a p r o f i l e o f t h e 
o b s t a c l e s f o r change, so t h a t t e a c h e r s can overcome these 
o b s t a c l e s " . The c r e a t i o n o f t h e P r o f i l e by t h e r e s e a r c h e r , i n 
c o l l a b o r a t i o n w i t h t e a c h e r s , t h e n a l l o w s t h e r e s e a r c h e r t o 
d e s i g n i n - s e r v i c e and p r o f e s s i o n a l development work i n b o t h 
t h e p r e p a r a t i o n phase and i m p l e m e n t a t i o n o f The Labrador 
P r o j e c t . 
The i m p l e m e n t a t i o n p l a n i s designed t o engage t h e t e a c h e r s 
d i r e c t l y i n a l l aspects o f t h e drama-as-method work. The 
r e s e a r c h e r has t a k e n t h e "seven p r i m a r y components o f an 
i m p l e m e n t a t i o n p l a n " as s t a t e d by M i l l e r and S e l l e r ^ , i n o r d e r 
t o g u i d e t h e making o f t h e p l a n and t h e i m p l e m e n t a t i o n . 
1. The Innovation - Drama-as-Method. 
The Labrador P r o j e c t . 
The Labrador P r o j e c t i s designed t o i n v o l v e b o t h t e a c h e r s and 
c h i l d r e n i n a d r a m a t i c f i c t i o n , t h r o u g h which d i r e c t access t o 
c u r r i c u l u m i s c r e a t e d . The o r i g i n a l o u t l i n e o f The Labrador 
P r o j e c t may be seen i n Appendix one. 
Two drama e d u c a t i o n c o n v e n t i o n s are used. F i r s t , t e a c h e r s 
work i n r o l e w i t h i n t h e P r o j e c t . Teachers p r e s e n t two major 
r o l e s , and a l s o work i n l e s s e r s t a t u s r o l e s , w i t h t h e 
c h i l d r e n , as members o f t h e E x p e d i t i o n Team. The major r o l e s 
a r e t h o s e o f Mendoza, t h e C h i e f E x p l o r a t i o n s O f f i c e r o f t h e 
AEC, and Natana, an I n u i t Woman. I n t h e major r o l e s o f 
Mendoza and Natana, t h e t e a c h e r s w i l l work i n costume, as w e l l 
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as u s i n g o b j e c t s and p r o p e r t i e s t o s u p p o r t t h e d r a m a t i c 
f i c t i o n . Secondly, t h e c h i l d r e n work i n t h e c o n v e n t i o n o f 
ma n t l e o f t h e e x p e r t , f o r m i n g t h e E x p l o r a t i o n Team which 
t r a v e l s t o t h e Labrador. 
Because The Labrador P r o j e c t i s designed t o f a c i l i t a t e d i r e c t 
access t o c u r r i c u l u m , t e a c h e r s work w i t h i n t h e p r o j e c t , s i t i n g 
c u r r i c u l u m areas on t h e P r o j e c t as t h e work pr o g r e s s e s . 
The P r o j e c t draws upon p r o b l e m - s o l v i n g and c o l l a b o r a t i v e 
approaches, i n which t e a c h e r s and c h i l d r e n work t o g e t h e r t o 
s o l v e t h e problems, and respond t o t h e t a s k s o f t h e P r o j e c t . 
The t e a c h e r s i m p l e m e n t i n g t h i s P r o j e c t w i l l need t o change 
fr o m a t r a n s m i s s i o n o r i e n t e d approach t o a t r a n s a c t i o n a l one. 
Rather t h a n a t e x t b o o k and s u b j e c t o r i e n t e d approach, geared 
t o grade l e v e l , t e a c h e r s w i l l need t o move toward a c r e a t i v e 
approach t o c u r r i c u l u m , i n a h o l i s t i c paradym. Gr e a t e r 
emphasis i s p l a c e d on t h e c h i l d r e n as a c t i v e l e a r n e r s , problem 
s o l v e r s and t h i n k e r s . Such a move i n d i c a t e s a change from a 
t r a n s m i s s i o n t o a t r a n s a c t i o n a l o r i e n t a t i o n . 
2. I d e n t i f i c a t i o n of Resources. 
Because t h e drama-as-method work i s n o t a new programme b u t a 
new method, e x i s t i n g r e s o u r c e m a t e r i a l s such as t e x t b o o k s , 
s l i d e s and o t h e r v i s u a l a i d s used c u r r e n t l y by t h e te a c h e r s i n 
t h e i r c u r r i c u l u m work a r e a v a i l a b l e . However, t h e t e a c h e r s 
c r e a t e r e s o u r c e s and a r e r e s p o n s i v e i n t h i s area. The s w i f t 
access t o , and c r e a t i o n o f , r e s o u r c e m a t e r i a l s i s a c t i v i t y 
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expected t o emerge f u r t h e r as t h e P r o j e c t develops. A l s o , t h e 
r e s e a r c h e r a n t i c i p a t e s t h a t problems w i l l occur i f t h e 
t e a c h e r s r e l y t o o h e a v i l y on t h e t e x t b o o k as a t r a d i t i o n a l 
r e s o u r c e , t h a t i s , "We have t o f o l l o w t h e t e x t b o o k " . T h i s 
w i l l r e s u l t i n t e a c h e r s becoming c o n s t r a i n e d by t h e t e x t b o o k 
approach and unable t o respond c r e a t i v e l y t o t h e needs and 
d e s i r e s o f t h e c h i l d r e n as t h e y move t h r o u g h t h e P r o j e c t . I f 
t e a c h e r s c o n c e p t u a l i z e t h e c u r r i c u l u m as o n l y t h e t e x t b o o k , 
t h e n t h e development o f t h e drama work may be c o n s t r a i n e d . 
Teachers may f e e l t h a t t h e y cannot f o l l o w t h e c h i l d r e n ' s 
d i r e c t i o n s o r i n t e r e s t s , because t h e y have t o cover o n l y what 
i s i n t h e t e x t b o o k . I d e n t i f y i n g which t e a c h i n g resources t o 
use d u r i n g t h e r u n o f t h e P r o j e c t i s a l s o a n t i c i p a t e d as a 
problem. 
The s c h o o l has a d e v e l o p i n g Resource Center s t a f f e d by a 
Resource Center L i b r a r i a n who i s c u r r e n t l y engaged i n 
d e v e l o p i n g a Resource Based L e a r n i n g P o l i c y f o r t h e s c h o o l . 
Though Resource Based L e a r n i n g p h i l o s o p h y i s n o t implemented, 
o r u n d e r g o i n g an i m p l e m e n t a t i o n p l a n , t h e Resource Center i s 
a v a i l a b l e and i s used by t h e t e a c h e r s and c h i l d r e n . The 
drama-as-method work i s designed t o draw on t h i s major 
r e s o u r c e a v a i l a b l e t o a l l p a r t i c i p a t i n g t e a c h e r s , however t h e 
r o l e o f t h e Teacher R e s o u r c e / L i b r a r i a n i s n o t y e t e s t a b l i s h e d 
i n t h e s c h o o l . 
The drama t e a c h e r a t t h e s c h o o l i s a v a l u a b l e r e s o u r c e . With 
e x p e r i e n c e o f drama-as-theatre, and drama-as-subject, t h e 
drama t e a c h e r has s k i l l s and c o n f i d e n c e s t o o f f e r t o t h e 
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c o o p e r a t i n g t e a c h e r s and w i l l be used as a r e s o u r c e t h r o u g h 
w h i c h t o i n - s e r v i c e t h e s e t e a c h e r s . The drama t e a c h e r can 
p r o v i d e , t h r o u g h m o d e l l i n g t h e drama-as-method work, models o f 
b e h a v i o r o f t h e t e a c h e r - i n - r o l e , and o t h e r drama processes 
r e q u i r e d by t h e P r o j e c t d u r i n g b o t h t h e p l a n n i n g and 
i m p l e m e n t a t i o n phase. The r e s e a r c h e r v a l u e s t h e o p p o r t u n i t y 
f o r t e a c h e r s t o be w o r k i n g w i t h c o l l e a g u e s , t h r o u g h which 
s u p p o r t systems can develop d u r i n g t h e phases o f t h e 
i m p l e m e n t a t i o n p l a n and i m p l e m e n t a t i o n . 
The a v a i l a b i l i t y o f o u t s i d e e x p e r t i s e which c o u l d speak t o 
drama-as-method i n deaf e d u c a t i o n i s zero. There are no 
p e o p l e i n t h e P r o v i n c e o r Canada, as f a r as t h e r e s e a r c h e r 
c o u l d d i s c o v e r , who s p e c i a l i z e i n t h i s t y p e o f work i n Schools 
f o r t h e Deaf. T h i s i s a l s o c o n f i r m e d by Harte's^ l a t e r survey 
o f t h e use o f drama-as-method. The r e s e a r c h e r h i m s e l f 
p r o v i d e s t h e drama e x p e r i e n c e and e x p e r t i s e i n t h i s s t u dy. 
Some r e s o u r c e s a r e new t o t e a c h e r s . The use o f costume, 
o b j e c t s and p r o p e r t i e s , and e n v i r o n m e n t a l m a t e r i a l s suggested 
i n t h e P r o j e c t , a r e g a t h e r e d o r c o n s t r u c t e d . The t h e a t r e 
space i n t h e s c h o o l i s used f o r t h e d r a m a t i c encounters w i t h 
Natana, and l i g h t i n g and s e t t i n g i s a l s o p a r t o f t h e resources 
t e a c h e r s use. 
Role D e f i n i t i o n . 
The t e a c h e r s c o o p e r a t i n g i n t h i s s t u d y are t h e c e n t r a l focus 
f o r t h e r e s e a r c h e r . As M i l l e r and S e l l e r ^ s t a t e , " . . . t h e 
t e a c h e r ' s r o l e may be t o remain r e l a t i v e l y s t a b l e , as i s t h e 
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case i n t h e i m p l e m e n t a t i o n o f a t r a n s m i s s i o n - o r i e n t e d 
programme". I n t h i s s t u d y , t h e t e a c h e r s a r e i n v i t e d t o be 
f l e x i b l e . The P r o j e c t r e q u i r e s t h a t t e a c h e r s move from a 
t r a n s m i s s i o n o r i e n t a t i o n t o w a r d a t r a n s a c t i o n a l o r i e n t a t i o n , 
t h e r e f o r e , t e a c h e r s ' r o l e s w i l l n o t remain s t a b l e . 
Teachers a r e expected t o implement The Labrador P r o j e c t . 
However, i t i s a c h a r a c t e r i s t i c o f t h e t r a n s a c t i o n a l approach 
t o i m p l e m e n t a t i o n t h a t changes occur t o t h e o u t l i n e p r o v i d e d 
by t h e r e s e a r c h e r , as t e a c h e r s b e g i n t o t a k e ownership o f i t . 
Teachers i d e n t i f y s i t e s , w i t h i n The Labrador P r o j e c t , where 
v a r i o u s c u r r i c u l u m areas may f l o u r i s h . As t h e p r o f e s s i o n a l 
development t a k e s p l a c e , t e a c h e r s w i l l see o p p o r t u n i t i e s t o 
cov e r t h e c u r r i c u l u m areas t h e y need t o cover. (See Appendix 
2 ) . 
Teachers a l s o c o n t r i b u t e t o t h e Teacher Support Group, s e t up 
by t h e r e s e a r c h e r . As M i l l e r and S e l l e r ^ s t a t e , "Teachers 
a l s o s u p p o r t one an o t h e r i n t h e i m p l e m e n t a t i o n o u t s i d e t h e 
classr o o m . D i s c u s s i o n s among themselves and s h a r i n g o f common 
problems p r o v i d e p s y c h o l o g i c a l s u p p o r t t o t e a c h e r s as t h e y 
a t t e m p t t o use t h e new programme". The Teacher Support Group 
p r o v i d e s a r e g u l a r s e t t i n g f o r d i s c u s s i o n , and a l s o t h e 
o p p o r t u n i t y f o r t h e r e s e a r c h e r t o engage i n p r o b l e m - s o l v i n g 
a c t i v i t y w i t h t h e t e a c h e r s . 
Teachers keep a d i a r y o f t h e i r e x p e r i ences d u r i n g t h e 
i m p l e m e n t a t i o n o f t h e P r o j e c t . However, t h e main c o n d u i t 
t h r o u g h w h i c h t e a c h e r s communicate d i r e c t l y t o t h e re s e a r c h e r . 
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w i l l be t h e Concerns Sheet. (Appendix 3 ) . F i n a l l y , though t h e 
P r o j e c t w i l l demand o f t e a c h e r s t h a t t h e y change t h e i r 
approach, t h e r e s e a r c h e r w i l l i n v i t e t e a c h e r s t o b r i n g w i t h 
them e v e r y t h i n g t h e y a l r e a d y know and do. I t i s by g e t t i n g 
what we know a l r e a d y a c t i v e onto what i s t o be come known, 
t h a t l e a r n i n g and development i s p o s s i b l e . The r e s e a r c h e r 
a p p l i e s t h i s t o t e a c h e r s as w e l l as t o c h i l d r e n , and i t i s 
i m p o r t a n t t h a t t h e t e a c h e r s do n o t f e e l t h a t what t h e y do 
a l r e a d y i s r e j e c t e d o r n o t v a l u e d . 
P r o f e s s i o n a l Development. 
As M i l l e r and Seller'' s t a t e , "The needs o f t e a c h e r s . . .and 
c u r r i c u l u m workers can be addressed i n two stages. During t h e 
f i r s t s t a g e , w h i c h b e g i n s w i t h t h e i n i t i a l i n t r o d u c t i o n o f t h e 
new programme, t h e r e i s a need f o r i n f o r m a t i o n and f o r t i m e t o 
be f a m i l i a r w i t h t h e i n n o v a t i o n " . As M i l l e r and S e l l e r 
f u r t h e r p o i n t o u t , " O r i e n t a t i o n s change s l o w l y . I f t h e 
o r i e n t a t i o n o f t h e new programme c l a s h e s w i t h t h e t e a c h e r ' s 
o r i e n t a t i o n , r e s i s t a n c e i s i n e v i t a b l e . . . O p p o r t u n i t i e s should 
be p r o v i d e d t o a l l o w t e a c h e r s t o i n t e r a c t w i t h each o t h e r 
about t h e change. Values c l a r i f i c a t i o n , consciousness 
r a i s i n g , and group-process experiences can f a c i l i t a t e t h i s 
i n t e r a c t i o n " ( i b i d ) . 
However, as McLaughlin and March^ s t a t e , " . . . n o t a l l o f t h e 
s p e c i f i c d e t a i l s o f t h e p r o f e s s i o n a l development programme 
need t o o r can be planned b e f o r e t h e i m p l e m e n t a t i o n begins". 
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D u r i n g t h e development o f t h e i m p l e m e n t a t i o n p l a n , and t h e 
i m p l e m e n t a t i o n o f The Labrador P r o j e c t , t h e f o l l o w i n g i n -
s e r v i c e s e s s i o n s a r e p r e s e n t e d by t h e Researcher: 
Drzuna-as-Method. 
The s e s s i o n focuses drama as a way o f g a i n i n g d i r e c t access t o 
c u r r i c u l u m . Neelands'' c o n c e p t i o n o f drama as a " l e n s " i s 
used t o demonstrate t o t e a c h e r s how t h e d r a m a t i c f i c t i o n o f 
The Labrador P r o j e c t i s t h e l e n s which focuses t h e c h i l d r e n 
and t e a c h e r on t h e c u r r i c u l u m . T h i s s e s s i o n a l s o e x p l o r e s t h e 
r e l a t i o n s h i p o f t e a c h e r , c h i l d r e n , d r a m a t i c f i c t i o n and 
c u r r i c u l u m . The f o l l o w i n g diagram demonstrates t h i s : 
T r a n s m i s s i o n 
p o s i t i o n - C u r r i c u l u m < Teacher < C h i l d r e n 
C h i l d r e n come t o c u r r i c u l u m t h r o u g h t h e 
t e a c h e r . 
T r a n s a c t i o n 
p o s i t i o n , u s i n g 
drama-as-method - C u r r i c u l u m < Dramatic < C h i l d r e n 
f i c t i o n 
Teacher 
C h i l d r e n come t o c u r r i c u l u m t h r o u g h 
drama. I n The Labrador P r o j e c t , t e a c h e r 
a l s o works i n t h e f i c t i o n , i n r o l e . 
Questioning. 
T h i s s e s s i o n i s designed t o develop t e a c h e r q u e s t i o n i n g s k i l l s 
and awareness o f open-ended q u e s t i o n i n g . I n f o r m i n g t h e 
s e s s i o n t h r o u g h Heathcote's^° "ob l i q u e n e s s as a form o f 
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n e g o t i a t i o n " , t e a c h e r s p r a c t i s e d q u e s t i o n i n g , as o t h e r 
t e a c h e r s m o d e l l e d c h i l d r e n ' s responses."' 
The Teacher-in-Role. 
Teachers a r e i n v o l v e d i n examining t h e r o l e s i n t h e P r o j e c t , 
t h e i r f u n c t i o n and purpose. Each r o l e i s w r i t t e n about, by 
t h e t e a c h e r who w i l l p r e s e n t t h e r o l e , so t h a t t h e t e a c h e r 
d e v e l o p s a sense o f what needs t o be o f f e r e d t o t h e c h i l d r e n . 
Background m a t e r i a l f o r t h e r o l e s i s a l s o i d e n t i f i e d and 
e n r i c h e d d u r i n g t h e s e s e s s i o n s . 
Teachers model t h e r o l e s , a t f i r s t o n l y v e r b a l l y , b e f o r e 
moving on t o p r e s e n t i n g t h e r o l e t o c o l l e a g u e s i n t h e 
c l a s s r o o m o r t h e a t r e , as i t would be i n t h e a c t u a l P r o j e c t . 
The r e s e a r c h e r a c t s as coach and g i v e s feedback t o t h e 
t e a c h e r s as t h e y r e c e i v e t h e s e s e s s i o n s . 
L e v e l s of Engagement. 
Because t e a c h e r s a r e w o r k i n g w i t h c h i l d r e n i n a d i f f e r e n t way, 
t h e r e s e a r c h e r i n t r o d u c e s Heathcote's^^ "Levels o f E x p l a n a t i o n " 
t o them. T h i s enables t h e r e s e a r c h e r t o p r o v i d e t e a c h e r s w i t h 
a way o f m o n i t o r i n g t h e c h i l d r e n ' s a c t i v i t y as t h e P r o j e c t 
d e v e l o p s . The f i v e l e v e l s o f engagement a l s o c o n t r i b u t e t o 
t h e s e s s i o n s on q u e s t i o n i n g , i n which t h e r e s e a r c h e r enables 
t h e t e a c h e r s t o d e s i g n q u e s t i o n s which c o u l d promote 
engagement a t t h e d i f f e r e n t l e v e l s . The prime f o c u s , i n t h e 
b e g i n n i n g o f q u e s t i o n i n g / l e v e l s o f engagement work i s , i f we 
ask c h i l d r e n o n l y how something w i l l be done, t h e n we are 
95 
l i k e l y t o remain a t t h e a c t i o n l e v e l . We have t o ask why 
something i s done t o move towar d m o t i v a t i o n . One model, 
p r o v i d e d d u r i n g i n - s e r v i c e , i s p r e s e n t e d i n Appendix 4. 
What C h i l d r e n Know Already. 
T h i s i n - s e r v i c e s e s s i o n i s c a r r i e d o u t w i t h t h e Teacher 
Support Group. Teachers are i n v i t e d t o c r e a t e a l i s t o f t h e 
c h i l d r e n ' s background knowledge and exp e r i e n c e s based on Mike 
Rosen's^^ l i s t i n Neelands work (1984). The purpose o f t h e 
s e s s i o n i s t o fo c u s f o r t h e t e a c h e r s t h a t c h i l d r e n are 
b r i n g i n g a g r e a t d e a l o f background i n f o r m a t i o n and knowledge. 
Such i n f o r m a t i o n i s i m p o r t a n t i n making c h o i c e s about where t o 
s t a r t t h e P r o j e c t . The Labrador P r o j e c t begins w i t h an 
i n i t i a l d i s c u s s i o n on how homes are heated. 
The Sentence E x e r c i s e . 
T h i s i n - s e r v i c e i s designed t o c r e a t e a way o f t h i n k i n g f o r 
t h e t e a c h e r s w h i c h would enable them t o see t h e p o t e n t i a l f o r 
drama q u i c k l y . Teachers ask t h e c l a s s i c a l q u e s t i o n , "How do I 
be g i n ? " , and t h e r e s e a r c h e r suggests t h a t t e a c h e r s engage i n 
d i a l o g u e . I n t h e d i a l o g u e i s t h e p o t e n t i a l f o r drama, as t h e 
f o l l o w i n g e x e r c i s e , t a k e n from T.S.G. meeting, demonstrates. 
Researcher: What o b j e c t i v e do you have f o r your c l a s s ? 
Teacher: To ask q u e s t i o n s . 
Researcher: So we can p l a c e ' q u e s t i o n s ' a t t h e end of the 
sentence, 














T h i s i d e n t i f i e s y o ur e d u c a t i o n a l o b j e c t i v e . 
Now ask who would need t o ask q u e s t i o n s . 
Policemen. Yes, t h a t ' s a good one, and t h e y 
a r e i n t e r e s t e d i n t h a t r i g h t now. 
So now we have t h e f o l l o w i n g , as we b u i l d t h e 
sentence, 
Policemen q u e s t i o n s . 
What k i n d o f q u e s t i o n s do t h e y need t o ask? 
Good ones...searching ones.... e x c e l l e n t ones. 
So now we have, 
Policemen need t o ask 
e x c e l l e n t q u e s t i o n s . 
R i g h t . 
I s t h e r e any drama t h e r e ? Can you f e e l any? 
Not r e a l l y . J u s t a s k i n g q u e s t i o n s . 
So we need t o f i n d a m o t i v a t i o n . 
Why do t h e Policemen need t o ask e x c e l l e n t 
q u e s t i o n s ? 
To h e l p t h e man g e t h i s memory back. 
So, t o h e l p t h e man g e t h i s memory back, t h e 
Policemen need t o ask e x c e l l e n t q u e s t i o n s ? 
R i g h t . 
We have now changed t h e o r i g i n a l sentence, by 
adding a new c l a u s e . We have a l s o changed t h e 
o r i g i n a l s u b j e c t (policemen) i n t o a 
s u b j e c t / o b j e c t . And we have a new s u b j e c t . 
Now l o o k a t t h e sentence, because we have most 








we have your e d u c a t i o n a l o b j e c t i v e f i r m l y i n 
p l a c e , so t h a t you w i l l n o t f e e l d i v e r t e d away 
from t h a t . 
F i r s t , who w i l l p l a y t h e r o l e o f t h e Policemen? 
The c h i l d r e n . . . b e c a u s e we want them t o ask t h e 
e x c e l l e n t q u e s t i o n s . 
Who w i l l t h e p l a y t h e r o l e o f t h e man? 
I w i l l , because t h r o u g h p l a y i n g t h e r o l e , oh, I 
see, I can c o n t r o l from w i t h i n t h e drama, as 
t h e c h i l d r e n ask q u e s t i o n s . 
You are i n t h e drama, w i t h t h e c h i l d r e n i n 
r o l e , and from t h e r e , you w i l l be a b l e t o 
e x e r c i s e a good d e a l o f s u b t l e t y i n your 
responses, s t i m u l a t i n g t h e c h i l d r e n t o search 
f o r q u e s t i o n s . You w i l l a l s o be a b l e t o make 
demands on t h e c h i l d r e n , f o r example by b e i n g 
unable t o respond. But a l s o , where do you 
t h i n k t h i s drama w i l l t a k e place? 
I n t h e i n t e r v i e w room a t t h e P o l i c e S t a t i o n . 
You c o u l d ask t h e c h i l d r e n t o suggest a 'where' 
f o r t h e c o n t e x t . You see, what i s a v a i l a b l e i n 
t h i s s i m p l e e x e r c i s e , i s context. We have t h e 
'who' o f t h e c o n t e x t ( c h i l d r e n i n r o l e as 
Policemen, and t e a c h e r - i n - r o l e as t h e man). We 
a l s o have t h e p l a c e , which e i t h e r you can 
suggest o r draw from t h e c h i l d r e n . The 'when' 








'what's happening' element o f t h e c o n t e x t , 
w h i c h i n t h i s case i s t h e man's l o s s o f memory. 
A l l t h e s e elements c o u l d be n e g o t i a t e d w i t h t h e 
c h i l d r e n , even what i s t o become known. 
For example, i n The Labrador P r o j e c t , a f t e r t h e 
m e e t i n g w i t h Mendoza, a number o f j o b s w i l l 
need t o be done by t h e E x p e d i t i o n Team. 
Food w i l l be t h e f i r s t one! 
O.K., l e t us t a k e t h a t one. 
Food. 
Who w i l l be i n charge o f t h a t , I wonder? 
( P l a y i n g t h e r o l e o f c h i l d ) I w i l l . I ' l l be 
cook. 
So t h e cook needs t o g e t f o o d , o r o r g a n i z e t h e 
f o o d . I wonder what k i n d s o f food w e ' l l need 
t o e a t i f we are w o r k i n g i n Labrador? I t might 
be c o l d . 
Because i t ' s c o l d i n Labrador, t h e cook w i l l 
have t o d e c i d e on s p e c i a l foods. 
The q u e s t i o n i n g s t r a t e g y i s i m p o r t a n t i f one i s 
g o i n g t o f a c i l i t a t e t h e c h i l d r e n ' s i d e a s . I n 
t h i s example, t h e r e may be a number o f 
c h a l l e n g e s a v a i l a b l e , such as t r a n s p o r t a t i o n o f 
p e r i s h a b l e foods. I wonder what w i l l happen t o 
t h e eggs i f we have a rough c r o s s i n g on t h e 
shi p ? And so on... 
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The sentence e x e r c i s e c r e a t e s , f o r t h e t e a c h e r s , a s w i f t 
access t o t h e p o t e n t i a l f o r drama. The t e a c h e r s ' response t o 
t h i s e x e r c i s e i s h i g h l y p o s i t i v e , as i f a l i g h t had been 
t u r n e d on. A l s o , t h e use o f t h e t h i n k i n g enables t e a c h e r s t o 
see how t h e y f u n c t i o n w i t h t h e c h i l d r e n d u r i n g t h e P r o j e c t . 
Curriculum O r i e n t a t i o n . 
T h i s i n - s e r v i c e focuses on t h e r o l e o f t h e t e a c h e r i n 
t r a n s m i s s i o n , t r a n s a c t i o n and t r a n s f o r m a t i o n a l o r i e n t a t i o n s . 
E x t r a c t s d e s c r i b i n g t h e r o l e o f t e a c h e r a r e drawn from M i l l e r 
and S e l l e r ^ * , and t e a c h e r s are i n v o l v e d i n d i s c u s s i o n and 
r e f l e c t i o n on t h e i r own o r i e n t a t i o n i n t h e s c h o o l . 
The Innovations P r o f i l e . 
The I n n o v a t i o n s P r o f i l e i s developed w i t h t e a c h e r s as t h e 
i m p l e m e n t a t i o n p l a n i s c r e a t e d . S e v e r a l d i s c u s s i o n s and 
p l a n n i n g meetings i n v o l v e t h e r e s e a r c h e r i n t e a s i n g o u t t h e 
d i f f e r e n t ways o f w o r k i n g needed i n o r d e r t o implement The 
Labrador P r o j e c t . 
Each o f t h e changes, i n t h e P r o f i l e , are d i s c u s s e d t h r o u g h o u t 
t h e p l a n n i n g p r o c e s s , and work on t h e s e changes c o n t i n u e s 
d u r i n g t h e i m p l e m e n t a t i o n . As each o f t h e changes are 
d i s c u s s e d , t h e r e s e a r c h e r seeks t o draw examples from t h e 
P r o j e c t t o frame p r a c t i c e and m o d e l l i n g . The r e s e a r c h e r 
p o i n t s o u t t o t e a c h e r s t h a t , i t i s n o t necessary t o reach t h e 
i d e a l end o f t h e p r o f i l e t o be s u c c e s s f u l . 
The I n n o v a t i o n p r o f i l e may be seen i n Appendix 5. 
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Choosing Objects and P r o p e r t i e s . 
These s e s s i o n s i n v o l v e t e a c h e r s i n making d e c i s i o n s about 
a p p r o p r i a t e o b j e c t s and p r o p e r t i e s f o r use i n t h e P r o j e c t . 
For t h e t e a c h e r - i n - r o l e work, costuming i s suggested by t h e 
r e s e a r c h e r t o e n r i c h t h e v i s u a l c hannel. A l s o , Natana and 
Mendoza b e n e f i t from u s i n g w e l l chosen o b j e c t s t o add t o t h a t 
c o s t u m i n g . 
The environment o f t h e t h e a t r e i s changed f o r t h e phases o f 
t h e P r o j e c t when c h i l d r e n (as E x p e d i t i o n Team members) meet 
w i t h Natana. T h e r e f o r e , t h e s e s s i o n s a l s o d e a l w i t h b u i l d i n g 
t h e e nvironment, n o t o n l y t h r o u g h u s i n g a r e a l t e n t , and 
o b j e c t s such as f u r s and h u n t i n g equipment, b u t a l s o t h r o u g h 
l i g h t i n g t h e space. 
I n t h e case o f t h e t e a c h e r p r e s e n t i n g t h e r o l e o f Natana, a 
r e a l f i s h i s used i n t h e meeting w i t h t h e c h i l d r e n . 
The f o c u s o f t h e s e s e s s i o n s i s always on t h e importance o f t h e 
v i s u a l c h a n n e l . 
Communication - Changing S t a t u s . 
T h i s i n - s e r v i c e draws from t h e work o f Rom Harre^^, (1986) . 
H a r r e e x p l o r e s t h e t h e o r y o f human communication from a 
Vygotskyan p e r s p e c t i v e . T h i s s o c i a l c o n s t r u c t i o n i s t 
p e r s p e c t i v e i s used by Harre t o demonstrate h i s view o f 
i n t e r a c t i o n between Mothers/Fathers and c h i l d r e n . Harre's 
fundamental p o i n t i s t h a t , l e a r n i n g and development, from t h i s 
p e r s p e c t i v e i s s o c i a l l y c o n s t r u c t e d . 
101 
The r e s e a r c h e r uses Harre's example o f i n t e r a c t i o n between 
P a r e n t s and c h i l d r e n , and changes t h a t f o r t h e purposes o f 
exa m i n i n g t h e r e l a t i o n s h i p s between t e a c h e r s and c h i l d r e n . 
The diagram below demonstrates t h i s . 
I n diagram one, t e a c h e r s are i n v i t e d t o imagine t h e t y p e o f 
c o n v e r s a t i o n o c c u r r i n g . Harre p o i n t s o u t t h a t Parents o f t e n 
engage i n "whole c o n v e r s a t i o n s " which r e q u i r e no i n p u t from 
t h e c h i l d . The r e s e a r c h e r proposes t h a t t h e t r a n s m i s s i o n 
s t y l e i s s i m i l a r , and t h a t c h i l d r e n become " . . . b l a c k h o l e s " , 
i n t h e classroom where "communication, o r speech a c t s go i n , 
b u t n o t h i n g comes o u t " ( i b i d ) . 
The use o f Harre's model enables t h e r e s e a r c h e r t o f a c i l i t a t e 
e x p l o r a t i o n o f t h e r o l e o f t e a c h e r i n a classroom, i n t h e 
s t a t u s o f BIG Teacher. T h i s enables t h e r e s e a r c h e r t o i n v i t e 
t h e t e a c h e r s t o c o n s i d e r t h e change i n s t a t u s necessary t o 
f a c i l i t a t e c h i l d r e n ' s ' v o i c e s ' . 
Teachers a r e i n v i t e d t o change from BIG T, t o l i t t l e t , so 
t h a t c h i l d r e n may become BIG C. The r e s e a r c h e r p o i n t s o u t 
t h a t t e a c h e r s w i l l o b v i o u s l y n o t work a t one extreme o r t h e 
o t h e r . 
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The use o f t h i s model, i n t h e i n - s e r v i c e , a l s o f a c i l i t a t e s 
f u r t h e r e x p l o r a t i o n o f t h e r e l a t i o n s h i p between t e a c h e r and 
c h i l d r e n . However, t h e prime focus i s on t h e change i n 
t e a c h e r s t a t u s . T h i s s e s s i o n a l s o i n v o l v e s r e f e r e n c e t o 
Woods, Woods, G r i f f i t h s and Howarth^^, and t h e i r work on p h a t i c 
and emphatic t e a c h i n g . I t becomes e a s i e r t o i n t r o d u c e t h i s 
n o t i o n t h r o u g h t h e models above. 
"Learning from Need" - Dorothy Heathcote.^^ 
The r e s e a r c h e r i n v i t e s t e a c h e r s t o view t h i s f i l m o f Dorothy 
Heathcote w o r k i n g w i t h t e a c h e r s i n Nova S c o t i a i n 1983. The 
v a l u e o f t h e f i l m t o t h e c o o p e r a t i n g t e a c h e r s i s t h a t t h e y see 
t h e b e s t t e a c h e r - i n - r o l e i n t h e w o r l d a t work. Teachers are 
a l s o i n t r o d u c e d t o t h e p h i l o s o p h y o f Heathcote, as w e l l as 
s e e i n g Nova S c o t i a t e a c h e r s s t r u g g l i n g t o u n d e r s t a n d what 
Heathcote was p r e s e n t i n g . The f i l m i s used f o r d i s c u s s i o n and 
p r o j e c t i o n o n t o The Labrador P r o j e c t . 
The S t r u c t u r e of The Labrador P r o j e c t . 
The r e s e a r c h e r p r o v i d e s a s t r u c t u r a l a n a l y s i s o f t h e P r o j e c t 
f o r t e a c h e r s . T h i s document i s used t o c r e a t e an overview f o r 
t e a c h e r s o f t h e whole P r o j e c t . The S t r u c t u r a l A n a l y s i s may be 
seen i n Appendix 6. 
T h i s i n - s e r v i c e f u r t h e r develops t h e t e a c h e r s ' grasp o f t h e 
drama approach i n The Labrador P r o j e c t . 
The e n c o u n t e r s l i s t e d i n t h e document (Appendix 7) a r e each 
e x p l o r e d and t e a c h e r s i n v i t e d t o p r e d i c t what would happen. 
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T h i s i n v o l v e s t h e t e a c h e r s i n imaging t h e classroom, o r 
t h e a t r e , and what i t m i g h t 'sound' o r f e e l l i k e . 
The i n - s e r v i c e a l s o develops f u r t h e r t h e change o f 
r e l a t i o n s h i p s between t e a c h e r s and c h i l d r e n , and t h e v a l u e o f 
t h e t e a c h e r - i n - r o l e c o n v e n t i o n i n a c h i e v i n g such changes. 
Teachers W r i t i n g Dialogue. 
As t h e t e a c h e r - i n - r o l e work develops, i n p r e p a r a t i o n and 
p l a n n i n g a c t i v i t y , t h e r e s e a r c h e r i n v i t e s t h e t e a c h e r s t o 
w r i t e t h e d i a l o g u e t h e y imagine w i l l happen when t h e y are w i t h 
t h e c h i l d r e n , i n a c t i o n . 
The purpose and i n t e n t i o n o f t h e r e s e a r c h e r i s t o focus t h e 
t e a c h e r s on t h e language t h e y choose, and a l s o t h e o r i e n t a t i o n 
r e f l e c t e d i n t h e d i a l o g u e t h e y c r e a t e . T h i s way o f w o r k i n g 
e nables t h e r e s e a r c h e r t o focus t h e t e a c h e r i n more d e t a i l , as 
when a l i v e m o d e l l i n g s e s s i o n i s used, moments are o f t e n l o s t . 
Teachers f i n d t h i s e x e r c i s e most c h a l l e n g i n g , n o t o n l y because 
t h e y a r e i m a g i n i n g what m i g h t happen, b u t a l s o because i t 
r e v e a l s t h e i r o r i e n t a t i o n . 
The Labrador P r o j e c t - from the frame of a p a r t i c i p a t i n g 
p u p i l . 
The r e s e a r c h e r w r o t e t h i s document, which can be seen i n 
Appendix 8. The purpose and i n t e n t i o n o f t h e document i s t o 
r e d r e s s a p o t e n t i a l w e i g h t i n g o f t h e p r e p a r a t i o n work toward 
t h e t e a c h e r s . The r e s e a r c h e r wanted t h e t e a c h e r s t o g a i n a 
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sense o f what The P r o j e c t w i l l l o o k and f e e l l i k e from a 
p a r t i c i p a n t ' s frame. 
A l s o , t h e w r i t i n g o f t h e document p r o v i d e s o p p o r t u n i t i e s f o r 
t h e r e s e a r c h e r t o p r e s e n t c h i l d r e n as t h i n k e r s and problem-
s o l v e r s , a c t i v e l y engaged. The document i s worked t h r o u g h 
w i t h t e a c h e r s , r e c o g n i z i n g t h a t i t i s n o t t o be used as a 
s c r i p t . 
The V i s u a l Channel i n The Labrador P r o j e c t . 
Because o f t h e importance o f t h e v i s u a l channel i n t h e c o n t e x t 
o f t h i s s t u d y , t h e r e s e a r c h e r c r e a t e d many o p p o r t u n i t i e s f o r 
c h i l d r e n t o process m a t e r i a l v i s u a l l y , i n t h e c r e a t i o n o f The 
Labrador P r o j e c t . 
I n - s e r v i c e i n t h i s area focuses t e a c h e r s on o p p o r t u n i t i e s f o r 
v i s u a l p r o c e s s i n g o f m a t e r i a l , t h r o u g h o u t t h e P r o j e c t . 
The i n - s e r v i c e encourages t e a c h e r s t o w r i t e numbers i n 
E n g l i s h , as w e l l as n u m e r i c a l l y , and t o r e p r e s e n t dates i n t h e 
same way. 
The r e s e a r c h e r encourages t e a c h e r s t o make c o p i e s o f a l l 
l e t t e r s , r e c e i v e d from Mendoza, so t h a t each i n d i v i d u a l 
p a r t i c i p a n t can work on them. A l s o , t h e r e s e a r c h e r encourages 
t h e t e a c h e r s t o make overheads o f a l l l e t t e r s , so t h a t t h e 
group can work t o g e t h e r on them. 
The i n - s e r v i c e work a l s o i n t r o d u c e s t h e t e a c h e r s t o t h e l e t t e r 
w r i t i n g , between t h e c h i l d r e n (The E x p e d i t i o n Team) and 
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Mendoza, as a form o f d i a l o g u e , as opposed t o i n f o r m a t i o n 
g i v i n g . 
The i n - s e r v i c e work i n t h i s area i s focused around t h e 
document (Appendix 9 ) , The V i s u a l Channel i n The Labrador 
P r o j e c t . Each element i s i n t r o d u c e d t o t h e t e a c h e r s and 
d i s c u s s e d . 
T i m e l i n e s . 
The development o f t h e i m p l e m e n t a t i o n p l a n i s c a r r i e d o u t over 
t h e F a l l semester, a p e r i o d o f t h r e e months. P r o f e s s i o n a l 
development work i s c a r r i e d o u t over t h i s p e r i o d , and extends 
i n t o t h e i m p l e m e n t a t i o n o f t h e P r o j e c t d u r i n g t h e W i n t e r 
semester. The P r o j e c t i s implemented over a p e r i o d o f s i x 
weeks. D u r i n g t h e i m p l e m e n t a t i o n o f t h e P r o j e c t , t e a c h e r s and 
c h i l d r e n work from 8:30 AM t h r o u g h t o 3:00 PM, each day o f t h e 
s c h o o l week. 
Communication System. 
I t i s r e c o g n i z e d t h a t a communication system which i s 
e f f e c t i v e i s needed i n such an e n t e r p r i s e . The r e s e a r c h e r i s 
t h e main c o n d u i t t h r o u g h which communication between h i m s e l f 
and t e a c h e r s c o o p e r a t i n g i n t h e s t u d y can f u n c t i o n . However, 
t h e r e s e a r c h e r a l s o r e c o g n i z e s t h e importance o f t e a c h e r s 
communicating w i t h t e a c h e r s . Such communication i s e s s e n t i a l 
i f t e a c h e r s a r e w o r k i n g i n teams o f two o r more, and t h e 
c r e a t i o n o f m e e t i n g t i m e between t e a c h e r s i s d i f f i c u l t . The 
t e a c h e r s ' schedules do n o t p r o v i d e t i m e f o r meetings. Indeed, 
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t e a c h e r s have " f r e e " t i m e a t d i f f e r e n t t i m e s , n e c e s s i t a t i n g a 
f l e x i b l e approach t o s e t t i n g up t i m e t o meet and engage i n 
p l a n n i n g and r e f l e c t i v e work. 
To combat t h i s , t h e r e s e a r c h e r i s a v a i l a b l e as much as 
p o s s i b l e , on s i t e , i n o r d e r t o c a p t u r e as many p o s s i b i l i t i e s 
f o r communication between t e a c h e r s about t h e P r o j e c t . The 
r e s e a r c h e r a l s o r e c o g n i z e s t h a t c r e a t i n g o p p o r t u n i t i e s f o r 
communication between h i m s e l f and t e a c h e r s r e q u i r e s b o t h 
i n f o r m a l and f o r m a l meetings. The c o n v e r s a t i o n i n t h e s t a f f 
room about t h e P r o j e c t i s as v a l u a b l e t o t h e r e s e a r c h e r as i s 
t h e f o r m a l l y a r r a n g e d meeting. 
The communication between t e a c h e r s , as t h e y j o u r n e y t h r o u g h 
t h e p l a n n i n g and i m p l e m e n t a t i o n process i s i m p o r t a n t and t h e 
f o r m a t i o n o f a Teacher Support Group (TSG) i s an i m p o r t a n t 
p a r t o f t h i s communication system. Teachers p a r t i c i p a t i n g i n 
t h e i m p l e m e n t a t i o n o f drama-as-method w i l l be encouraged t o 
a t t e n d and p a r t i c i p a t e i n t h e TSG. 
The Teacher Support Group comprised o f t h e t e a c h e r s who are 
t h e f o c u s f o r t h e r e s e a r c h e r ' s s t u d y . However, as t h e 
p r o f e s s i o n a l development work develops t h r o u g h o u t t h e F a l l , 
o t h e r t e a c h e r s become i n t e r e s t e d i n t h e work. These t e a c h e r s 
a r e a l s o i n v i t e d t o j o i n t h e TSG which c r e a t e s a group o f 
seven t e a c h e r s . (These t e a c h e r s went on l a t e r t o r e q u e s t t h e 
r e s e a r c h e r t o do t h e same work w i t h them, which l e a d t o t h e 
c r e a t i o n o f f u r t h e r P r o j e c t s . ) 
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The r e s e a r c h e r v i s i t s t h e s c h o o l every day, as h i s own 
U n i v e r s i t y t e a c h i n g commitments a l l o w , i n o r d e r t o be 
a v a i l a b l e t o t e a c h e r s as much as p o s s i b l e . 
Monitoring the Implementation. 
As M i l l e r and Seller^° p o i n t o u t , "The purpose o f m o n i t o r i n g i s 
t o g a t h e r i n f o r m a t i o n r e l a t e d t o t h e i m p l e m e n t a t i o n and t o use 
t h i s i n f o r m a t i o n t o f a c i l i t a t e and s u p p o r t t h e e f f o r t s o f 
t e a c h e r s " . M o n i t o r i n g d a t a i s c o l l e c t e d t h r o u g h t h e 
r e s e a r c h e r ' s o b s e r v a t i o n s o f t e a c h e r s and i n t e r v i e w s . 
Teachers a r e a l s o i n v i t e d t o m o n i t o r t h e process t h r o u g h d i a r y 
k e e p i n g and t h e d i r e c t channel t o t h e r e s e a r c h e r o f t h e 
Concerns Sheets recommended i n t h e CBAM model (Appendix 3 ) . 
The v a l u e s w h i c h u n d e r p i n t h e i m p l e m e n t a t i o n o f drama-as-
method i n t h i s s t u d y echo M i l l e r ' s and S e l l e r ' s ^ ^ view, t h a t , 
" I f c u r r i c u l u m l e a d e r s work from a t r a n s m i s s i o n p o s i t i o n , t h e n 
t h e r e i s l i t t l e chance f o r mutual a d a p t a t i o n o r , i n f a c t , f o r 
t e a c h e r s t o p l a y any r o l e i n t h e i m p l e m e n t a t i o n o f new 
programmes. The t r a n s m i s s i o n p o s i t i o n , when a p p l i e d t o 
i m p l e m e n t a t i o n , does n o t acknowledge t h e s u b j e c t i v e r e a l i t y o f 
t h e t e a c h e r ; i n s t e a d , i t assumes t h a t t h e t e a c h e r w i l l be a 
t o o l i n i m p l e m e n t i n g a new programme". The i m p l e m e n t a t i o n 
approach used by t h e r e s e a r c h e r i s t r a n s a c t i o n a l , i n f o r m e d by 
t h e summary c h a r t ( M i l l e r and S e l l e r ^ ^ ) , 
The most i m p o r t a n t element i n t h e r e s e a r c h e r ' s r o l e i s h i s 
w i l l i n g n e s s t o e n t e r i n t o t h e s u b j e c t i v e r e a l i t y o f t h e 
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t e a c h e r and i n t o d i a l o g u e w i t h i t . Only i n t h i s way can t h e 
r e s e a r c h e r hope t o g a i n a sense o f t h e problems beyond a 
s u p e r f i c i a l l e v e l . So beyond t h e c o n c r e t e and p r a c t i c a l 
elements o f t h e P r o j e c t ' s i m p l e m e n t a t i o n t h e r e i s a p e r s o n a l 
s t r u g g l e o f t e a c h e r s t o be s u c c e s s f u l . 
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Chapter F i v e R e s u l t s and D i s c u s s i o n 
The d a t a p r e s e n t e d i n t h i s c h a p t e r r e p r e s e n t statements from 
t e a c h e r s g a t h e r e d p r i o r t o t h e i m p l e m e n t a t i o n p l a n , d u r i n g 
i m p l e m e n t a t i o n p l a n n i n g , t h e i m p l e m e n t a t i o n o f The Labrador 
P r o j e c t , and, f o l l o w i n g t h e i m p l e m e n t a t i o n o f The Labrador 
P r o j e c t . 
The d a t a a r e o r g a n i z e d under t h e f o l l o w i n g headings: 
E d u c a t i o n a l aims 
Conception o f t h e l e a r n e r 
Conception o f t h e l e a r n i n g process 
C o n c e p t i o n o f t h e l e a r n i n g environment 
C o n c e p t i o n o f t h e t e a c h e r ' s r o l e 
C o n c e p t i o n o f how l e a r n i n g s h o u l d be e v a l u a t e d 
I n s e c t i o n one, commentary and a n a l y s i s i s p r e s e n t e d a t t h e 
end o f each heading. I n s e c t i o n two, t h e CBAM headings are 
used, e n a b l i n g i d e n t i f i c a t i o n o f t h e concerns o f t e a c h e r s as 
t h e y move t h r o u g h t h e i m p l e m e n t a t i o n o f The Labrador P r o j e c t . 
Commentary and a n a l y s i s i s p r e s e n t e d more f r e g u e n t l y as t h e 
p o i n t o f i m p l e m e n t a t i o n approaches and a c t i v i t y i n t e n s i f i e s . 
A l s o , more f r e q u e n t use o f t h e Concerns Sheet o c c u r s , 
accompanying i n c r e a s e s i n p l a n n i n g s e s s i o n s , i n - s e r v i c e and 
t h e phases o f The Labrador P r o j e c t . I n s e c t i o n t h r e e , 
commentary and a n a l y s i s i s a g a i n p r e s e n t e d a f t e r t e a c h e r s ' 
s t a t e m e n t s , u s i n g t h e s e c t i o n one o r g a n i z e r s . A l l t e a c h e r 
s t a t e m e n t s appear i n q u o t a t i o n marks. 
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S e c t i o n One. 
Ed u c a t i o n a l Aims. 
" I n t h e Elementary School, though, t h e c o n c e p t i o n o f 
c u r r i c u l u m i s c o n t e n t , i n f o r m a t i o n knowledge, a course o f 
s t u d y . " 
" I t d oesn't have t o do w i t h a person's o r a c h i l d ' s 
a t t i t u d i n a l . . . a c h i l d ' s s e l f - a w a r e n e s s , a c h i l d ' s p e r s o n a l ' I 
am who I am'. You spend t o o much t i m e j u s t pumping i n 
i n f o r m a t i o n . " 
" . . . t h e i n f o r m a t i o n t h a t we t e a c h them i s v e r y . . . i t ' s 
knowledge i n f o r m a t i o n . I t ' s n o t a t t i t u d i n a l i n f o r m a t i o n . We 
d o n ' t t o u c h t h o s e s u b j e c t s i n t h e c l a s s r o o m . . . t h e y ' r e n o t p a r t 
o f t h e c u r r i c u l u m . " 
"Spending t o o much t i m e w i t h i n f o r m a t i o n and n o t enough t i m e 
w i t h t h e pers o n . " 
"They s h o u l d a l s o have v a l u e s and a t t i t u d e s and t h a t ' s an 
i m p o r t a n t p a r t o f i t . " 
"Number one i s t o ensure t h a t t h e r e i s an adequate mode o f 
communication and i n my mind t h a t ' s a b i - l i n g u a l mode, ASL and 
E n g l i s h . " 
"They s h o u l d enable t h e c h i l d r e n t o do a n y t h i n g t h e y want t o 
do i f t h e y can communicate... and I say two modes because 
t h e y ' r e deaf and t h e y have t o have a deaf c u l t u r e . But t h e y 
a l s o have t o l i v e i n a h e a r i n g w o r l d where E n g l i s h , as f a r as 
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t h e s e k i d s a r e concerned, i s how t h e y a r e g o i n g t o communicate 
w i t h t h e m a j o r i t y o f people t h a t t h e y work w i t h o r have 
c o n t a c t w i t h . " 
" . . . t h e y r e a l l y have d i f f i c u l t y i n communicating w i t h people 
e x c e p t i n t h e i r own c u l t u r e , b u t t h e y e v e n t u a l l y have t o go 
beyond t h a t . " 
" I t h i n k t h a t E n g l i s h i s v e r y i m p o r t a n t i n t h e J u n i o r School." 
"My t h e o r y i s t h a t t h e k i d s have t o be immersed i n E n g l i s h i n 
t h e J u n i o r School so t h a t t h e y can g e t a c e r t a i n p r o f i c i e n c y 
i n a second language and t h e n you t e a c h i t as a second 
language. Then you w o r r y about t h e c h i l d ' s f i r s t mode o f 
communication." 
"Language and communication." 
"The language d e f i c i t , t h a t ' s what we're t o l d i t i s . That's 
what you go t h e r e f o r , because t h e k i d s , and we're t o l d t h i s , 
t h e k i d s a r e handicapped because t h e y have such a poor 
language development. And t h a t ' s what you're here f o r , t o 
r e c t i f y t h e problem." 
" I d o n ' t t h i n k I'm t h i n k i n g so much about t e a c h i n g language. 
Communication i s b i g and I r e a l i z e t h a t ' s why t h e y need 
i n t e r p r e t a t i o n , and why t h e y have m i s c o n c e p t i o n s . " 
Though t h e t e a c h e r s express concern f o r t h e t e a c h i n g o f 
a t t i t u d e s and v a l u e s , and s e l f - a w a r e n e s s , i t i s c l e a r t h a t t h e 
o r i e n t a t i o n r e f l e c t e d i n t h i s i s s u e i s t r a n s m i s s i o n . The 
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t e a c h e r s emphasize i n f o r m a t i o n , c o n t e n t , and courses o f study, 
w h i c h speaks t o a s u b j e c t m a t t e r o r i e n t a t i o n i n which 
t e x t b o o k s and l e a r n i n g m a t e r i a l s a r e o r g a n i z e d around s u b j e c t 
m a t t e r . The s t a t e m e n t s a l s o r e f l e c t a prime concern f o r 
language and communication as p i l l a r s o f f u r t h e r l e a r n i n g and 
o p p o r t u n i t y f o r t h e c h i l d r e n , i d e n t i f y i n g d e f i c i t s due t o t h e 
'handicap' o f deafness as expressed i n t h e stat e m e n t . 
I t appears a l s o , t h a t t h e c h i l d i s n o t c o n c e p t u a l i z e d as a 
whole p e r s o n , though t h e st a t e m e n t s r e f l e c t f r u s t r a t i o n on 
t h i s m a t t e r , c i t i n g t h e need t o g i v e l a r g e amounts o f 
i n f o r m a t i o n and t o i n t e r p r e t t h i s i n f o r m a t i o n because t h e 
c h i l d r e n s u f f e r f rom m i s c o n c e p t i o n s due t o t h e p e r c e i v e d 
language d e f i c i t and handicap. T h i s l a t t e r p o i n t echoes 
Maxwell's s t a t e m e n t on "needing t o g i v e i n f o r m a t i o n " . 
Conception of the Learning Process. 
"There i s so much c o n t e n t t h a t you have t o g e t across t h a t you 
end up, i n o r d e r t o g e t t h e s o - c a l l e d c u r r i c u l u m 
f i n i s h e d . . . y o u f i n d t h a t you spend t h r e e q u a r t e r s o f your t i m e 
v e r b a l l y d i s c u s s i n g t h i n g s w i t h k i d s , which i s t o o bad. 
E v e r y t h i n g i s t o o rushed." 
"When I l e f t U n i v e r s i t y , when I s t a r t e d t e a c h i n g , t e a c h i n g was 
a . . . t e a c h i n g was p r i m a r i l y g i v i n g s t u d e n t s i n f o r m a t i o n . . . t h a t 
may be t h r o u g h s m a l l e x p e r i e n c e s , b u t i t was g i v i n g k i d s 
i n f o r m a t i o n . " 
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"They come i n , you have f i f t y m i n u t e s , and you know you want 
t o g e t t h i s i n f o r m a t i o n across and t h e y s t a r t t e l l i n g you 
something, and you say, 'Just w a i t , t e l l me a t recess because 
I ' v e g o t t o do t h i s r i g h t now.' And when I'm f i n i s h e d a t t h e 
end o f t h e day, and I ' v e done t h a t a l l day, I f e e l t e r r i b l e 
when I go home." 
"The k i d s have t o have a l o t o f e x p e r i e n c e s . Not j u s t 
academic book e x p e r i e n c e s . I mean p e r s o n a l experiences on a 
one on one, o r two on one l e v e l , where you a r e r e a l l y 
i n t e r n a l i z i n g . You g e t a chance t o t h i n k about how you f e e l , 
n o t b e i n g herded around l i k e cows, where you j u s t go al o n g and 
you d o n ' t have t o t h i n k and you don't have t o f e e l a n y t h i n g , 
you j u s t do i t . " 
"The m a j o r i t y w i l l n o t reach a v e r y h i g h p r o f i c i e n c y i n 
E n g l i s h a t t h i s s t a g e . Some o f t h e k i d s s h o u l d be a b l e t o i f 
we t e a c h E n g l i s h as a second language." 
" I t h i n k we c o u l d do a l o t b e t t e r on c u r r i c u l u m because I 
t h i n k we c o u l d use more...of a v a r i e t y o f t e a c h i n g methods 
t h a n we have i n t h e p a s t . " 
" I w ould p r e f e r t h a t t h e y g a i n a c t i v e l y i f t h e y c o u l d b u t I 
d o n ' t know." 
" I t s h o u l d be b o t h a c t i v e and p a s s i v e , depending on t h e 
s i t u a t i o n . I n any s i t u a t i o n you l e a r n . You can s i t t h e r e 
l i k e a lump, b u t you're s t i l l l e a r n i n g something, and p r o b a b l y 
i n t h e n e x t t h r e e o r f o u r t i m e s you do t h a t you might t h i n k , 
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w e l l maybe i f I d i d n ' t s i t t h e r e l i k e a lump, something would 
happen. So t h e y p r o b a b l y l e a r n p a s s i v e l y . " 
" I t r y n o t t o make i t p a s s i v e because I f e e l I can d i r e c t what 
t h e y l e a r n , i f i t ' s a c t i v e l e a r n i n g , because you s e t t h e 
s i t u a t i o n . " 
"You d o n ' t o f t e n know what you t e a c h when i t ' s 
i n c i d e n t a l . . . t h i s m i g h t n o t be what I want t o t e a c h a t a l l , i f 
i t ' s i n c i d e n t a l . " 
" I w ould p r e f e r t h e k i d s t o be a c t i v e . . . i n t h e s t u f f I want t o 
t e a c h them, t o l e a r n , because I can watch i t and e v a l u a t e i t 
and f e e l t h e k i d s w i l l l e a r n more i f t h e y ' r e d o i n g i t . I mean 
i n v o l v e d i n s c i e n c e e x p e r i m e n t s , g e t t i n g up and a c t i n g t h e 
v o c a b u l a r y , f i n d i n g i t , g o i n g t o do r e s e a r c h . A c t u a l l y d o i n g 
something, c o o k i n g , d r a w i n g , v e r b a l i z i n g t h e language, n o t 
j u s t s i t t i n g t h e r e and j u s t l o o k i n g . " 
" I c o n s i d e r i t a c t i v e when we're u s i n g what t h e y d i d a t t h e 
weekend and I keep i n t o u c h t h r o u g h a l l t h a t c o n v e r s a t i o n . To 
me t h a t ' s a c t i v e . They're g i v i n g language and r e p e a t i n g 
language." 
"Ways t o u n d e r s t a n d t h e c u r r i c u l u m can come from t h e c h i l d . 
The c h i l d comes i n and says, ' I d i d ' such and such a t t h e 
weekend. I can t h e n say 'How d i d you do i t ? ' , 'Whey d i d you 
do i t ? ' , use i t and t h e n say, w e l l t h i s i s t h e same as...maybe 
g i v e t h e t h e o r y on shadows o r you know, t h e f a c t t h a t t h e sun 
does n o t move and t h e e a r t h does. They come i n w i t h something 
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t h a t happened and I use i t t o g e t t h a t concept across w i t h o u t 
u s i n g examples i n t h e book. I am s t i l l u s i n g t h e gu i d e , t h e 
concepts t h e y s h o u l d have." 
" I n f i f t y m i n u t e s l o t s , t e n and e l e v e n year o l d c h i l d r e n , t h e y 
would spend a l o t o f t i m e s i t t i n g a t t h e i r desks, w h i l e I 
asked q u e s t i o n s . I don't t a l k as much as I ask q u e s t i o n s . I 
never t e l l . . . I always ask them u n t i l t h e y f i n d t h e r i g h t 
answer." 
" I ask q u e s t i o n s t o keep them i n v o l v e d , because i f t h e y j u s t 
s i t and l i s t e n , t h e y ' r e a s l e e p ! " 
" A s k i n g q u e s t i o n s p u t s them on t h e s p o t . . . t h e n I say, 'Where 
a r e you, dreaming aga i n ' ? " 
They w i l l s t o p and ask each o t h e r q u e s t i o n s , and t h e y w i l l ask 
q u e s t i o n s , and I ask a l o t o f q u e s t i o n s . I say 'Why do you 
t h i n k you s a i d t h a t ' ? " 
"My q u e s t i o n s a r e n o t d i f f i c u l t q uestions...yes/no q u e s t i o n s . 
Q u e s t i o n s i n which t h e k i d s can g i v e a yes/no response. I ask 
a l o t o f q u e s t i o n s . " 
"A l o t o f q u e s t i o n i n g i s j u s t r e p e t i t i o n o f what has gone on 
t o o . . . i t ' s my way o f knowing t h a t t h e y a r e a l l i n v o l v e d . " 
"There a r e a l o t o f q u e s t i o n s t o b r i n g t h e i r own experiences 
t o what's b e i n g done...move from c l o s e d t o open q u e s t i o n s . 
You w o u l d n ' t do i t w i t h a c h i l d t h a t c o u l d n ' t cope w i t h i t . " 
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" I d o n ' t depend t o o much on t h e w r i t t e n . That has t o be 
t a u g h t and c h i l d r e n a r e r e a l l y weak i n t h a t a rea." 
" I t r y t o use where t h e y are coming f r o m . . . t o use these t h i n g s 
i n d i f f e r e n t l e s s o n s . " 
" M o s t l y t h r o u g h discussion...sometimes o u t o f a u n i t t h a t ' s 
b e i n g t a u g h t , from t h e i r book, r i g h t from t h e t e x t b o o k . 
D i s c u s s i o n m i g h t c e n t e r around something t h a t I have t o do, 
and you mi g h t g e t r i g h t o f f t h e t o p i c because t h e r e i s 
something e l s e t o be d e a l t w i t h f i r s t . " 
"What i s happening i n d i s c u s s i o n ? I ask a l o t o f q u e s t i o n s . " 
"The whole language approach, I ' v e always agreed w i t h t h a t 
approach f o r t h e deaf and maybe t h a t came as a r e s u l t o f t h e i r 
language l e v e l and I saw t h e n e c e s s i t y f o r i t . I t h i n k we 
t e n d t o use t h a t q u i t e a b i t . And i t ' s necessary because t h e y 
do n o t have t h e w r i t t e n language, so t h e r e f o r e I use a l o t o f 
t h e s e t h i n g s t h r o u g h t h e i r d r a w i n g , t h r o u g h f i l m . " 
"The k i d s r e a d , maybe we use movies, p i c t u r e s , d o i n g 
r e s e a r c h e s , u s i n g t h e l i b r a r y , d o i n g t h e i r d rawings, a r t . . . " 
" I n t h e classroom, you have f o r m u l a t e d what's necessary t o do, 
t h i s b e f o r e you do t h a t . I t ' s r e a l l y s t r u c t u r e d and planned." 
The s t a t e m e n t s demonstrate an i n t e n s e l e v e l o f t e a c h e r 
a c t i v i t y , t o t h e e x t e n t t h a t what c h i l d r e n a r e b r i n g i n g 
( r e g a r d l e s s o f r e l e v a n c e o r n o t ) i s l o s t i n t h e push t o g e t 
t h r o u g h t h e c o n t e n t and i n f o r m a t i o n . A l s o , s t r u c t u r i n g and 
117 
s c h e d u l i n g around s u b j e c t s , i n 50 minute segments, c o n t r i b u t e s 
t o t h e f e e l i n g o f b e i n g rushed and t h e dismay o f h a v i n g 
i g n o r e d t h e c h i l d r e n ' s need t o c o n t r i b u t e , whatever t h e 
c o n t r i b u t i o n . 
Though t h e s t a t e m e n t s i m p l y a good d e a l o f q u e s t i o n i n g 
a c t i v i t y by t h e t e a c h e r , t h e q u e s t i o n s a r e e a s i l y c l a s s i f i e d 
as c l o s e d ended q u e s t i o n s which i n v i t e o n l y s m a l l responses. 
Q u e s t i o n s a r e used as a c o n t r o l s t r a t e g y , o r f o r c o n f i r m a t i o n 
f o r t h e t e a c h e r . The s t a t e m e n t s a l s o r e v e a l a f u r t h e r 
f r u s t r a t i o n on t h e t e a c h e r ' s p a r t , t h a t t h e c h i l d r e n are n o t 
i n v o l v e d a t h i g h e r l e v e l s o f t h i n k i n g . There i s a r e f l e c t i o n 
h e r e o f t h e dependence on t h e t e a c h e r , which emanates from t h e 
s t a t e m e n t s w h i c h i l l u m i n a t e t h e t e a c h e r ' s f e e l i n g o f h e r d i n g 
t h e c h i l d r e n t h r o u g h t h e c u r r i c u l u m , n o t h a v i n g t o t h i n k o r 
f e e l b u t j u s t , " d o i n g i t " , as i f m e c h a n i c a l l y . 
There i s some doubt expressed by t e a c h e r s t h a t t h e c h i l d r e n 
c o u l d f u n c t i o n as a c t i v e l e a r n e r s , however, t h e b a r r i e r t o 
t h i s appears t o be t h a t t h e t e a c h e r s c o n s t r a i n t h i s 
p o s s i b i l i t y because o f a m i s c o n c e p t i o n o f i n c i d e n t a l l e a r n i n g , 
f e e l i n g t h a t t h e y may be o u t o f c o n t r o l , which i n t u r n 
r e f l e c t s t h e t r a n s m i s s i o n p o s i t i o n . Though u s i n g what 
c h i l d r e n d i d a t t h e weekend i s a c l a s s i c a l element o f t e a c h e r 
o f t h e deaf t r a i n i n g , and p e r c e i v e d as ' a c t i v e l e a r n i n g ' by 
t h e t e a c h e r s , i t i s narrow, and, l i k e l y t o r u n o u t as a 
r e s o u r c e as w e l l as b e i n g haphazard i n i m p l e m e n t a t i o n . The use 
o f what c h i l d r e n m i g h t b r i n g w i t h them needs t o f i t i n t o what 
t h e t e a c h e r i s o b j e c t i v e l y concerned w i t h i n t h e t e x t b o o k , o r 
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i n r e l a t i o n t o an o b j e c t i v e t h e t e a c h e r has t o reach i n t h e 
c u r r i c u l u m . 
Statements a l s o r e v e a l t h a t t h e n o t i o n o f a whole language 
approach would make sense, and t h a t t e a c h e r s are prepared t o 
u t i l i z e a v a r i e t y o f t e a c h i n g r e s o u r c e s . However, t h e 
s t a t e m e n t s r e v e a l a d o m i n a n t l y t r a n s m i s s i o n o r i e n t a t i o n i n 
w h i c h , though t h e t e a c h e r s a r e f r u s t r a t e d by i t , a c o n c e p t i o n 
o f t h e p u p i l s as p a s s i v e , as opposed t o a c t i v e l e a r n e r s i s 
c r e a t e d . A l s o , i t i s c l e a r from t h e statements t h a t t h e 
l e a r n i n g p rocess i s h i g h l y p r e - p l a n n e d by t h e t e a c h e r and 
s t r u c t u r e d around s u b j e c t areas. 
Conception of the Learning Environment 
"We have an a w f u l l o t o f k i d s here t h a t h a v i n g i n f o r m a t i o n 
means n o t h i n g t o because t h e s e k i d s haven't g o t anybody o r any 
way t o share t h e i r i n f o r m a t i o n , and because t h e y ' r e i n 
r e s i d e n t i a l s c h o o l . " 
"They come i n , you have f i f t y minutes and you want t o g e t t h i s 
i n f o r m a t i o n a c r o s s and t h e y s t a r t t e l l i n g you something and 
you say, ' J u s t w a i t , t e l l me a t rece s s , because I ' ve g o t t h i s 
t o do r i g h t now' and when I'm f i n i s h e d a t t h e end o f t h e day, 
and I ' v e done t h a t a l l day, and I f e e l t e r r i b l e when I go 
home." 
"The l e a r n i n g environment i s anywhere...! o f t e n t a k e t h e 
c h i l d r e n t o t h e l i b r a r y , t o t h e l a b s o r o u t d o o r s . " 
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"The p h y s i c a l environment... t h e classroom i t s e l f i s n o t h i g h l y 
s t r u c t u r e d . We've s a t on t h e f l o o r , we've s a t on t h e c h a i r s , 
moved i t a l l around. I t j u s t happens t o be a p l a c e t o p u t 
y o u r books." 
"For t h e c h i l d r e n , t h e y p r o b a b l y f i n d i t h i g h l y s t r u c t u r e d 
because t h e y go i n , t h e y have a desk and t h e y s i t a t i t 
everyday. For them i t would be s t r u c t u r e d . " 
Conception of the Role of the Teacher 
"We're supposed t o be t h e i n f o r m a t i o n g i v e r s . That comes from 
my y e a r s a t U n i v e r s i t y . That's how we were t a u g h t t o be, we 
a r e t a u g h t t o be t h a t . I can h o n e s t l y say t h a t I went t h r o u g h 
U n i v e r s i t y and when I came o u t I t h o u g h t I was supposed t o 
g i v e i n f o r m a t i o n . And you g i v e i t by s t a n d i n g up i n f r o n t and 
s a y i n g t h i s i s i t . " 
"When I l e f t U n i v e r s i t y , when I s t a r t e d t e a c h i n g , t e a c h i n g was 
p r i m a r i l y g i v i n g s t u d e n t s i n f o r m a t i o n . That may be t h r o u g h 
s m a l l e x p e r i e n c e s , b u t i t was g i v i n g k i d s i n f o r m a t i o n . " 
"You spend t o o much t i m e j u s t pumping i n i n f o r m a t i o n . " 
"Spending t o o much t i m e w i t h i n f o r m a t i o n and n o t enough t i m e 
w i t h t h e p e r s o n . " 
" I have r e a l l y mixed f e e l i n g s about t h a t . . . I t ' s b e i n g much 
more t h a n what my t a u g h t concept o f what a t e a c h e r i s , because 
t h r o u g h U n i v e r s i t y a t e a c h e r was t h e person who gave 
i n f o r m a t i o n , and gave you s k i l l s on how t o g a i n i n f o r m a t i o n . " 
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"The most c o n s i s t e n t person w i t h them most o f t h e t i m e happens 
t o be t h e i r t e a c h e r . " 
" I f e e l t h a t I s h o u l d be t a k i n g more r e s p o n s i b i l i t y t h a n j u s t 
a t e a c h e r , because t h e s e k i d s have g o t t o develop as people. 
" I f i n d m y s e l f t e a c h i n g a l l day and never t a l k i n g t o t h e 
k i d s . " 
"They come i n , you have f i f t y minutes t o g e t t h i s i n f o r m a t i o n 
a c r o s s and t h e y s t a r t t e l l i n g you something, and you say, 
' J u s t w a i t , t e l l me a t re c e s s , because I ' v e g o t t o do t h i s 
r i g h t now', and when I'm f i n i s h e d a t t h e end o f t h e day, I've 
done t h a t a l l day and I f e e l t e r r i b l e when I go home." 
"You t a l k i n a language t h a t t h e c h i l d i s most p r o f i c i e n t i n 
t o u n d e r s t a n d you." 
" I use e v e r y t h i n g t o t e a c h l a n g u a g e . . . i t ' s n o t t o te a c h 
i n f o r m a t i o n . " 
"The concept o f c u r r i c u l u m i s s t i l l t o develop t h e whole 
c h i l d , b u t you now no l o n g e r have t h e whole r e s p o n s i b i l i t y f o r 
t h a t . You a r e r e s p o n s i b l e f o r f i f t y minutes o f one s u b j e c t t o 
t h a t development o f t h e whole c h i l d . And i t makes i t r e a l l y 
h a r d t o t h i n k o f t h e development o f t h e whole c h i l d . So 
yo u ' r e t h i n k i n g s c i e n c e o r you're t h i n k i n g math o r 
grammar...you l o s e t h e g l o b a l p i c t u r e o f t h e development o f 
t h e whole c h i l d . " 
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"You know t h a t s c h o o l i s , o r c u r r i c u l u m i s , supposedly 
development o f t h e whole c h i l d b u t you're o n l y r e s p o n s i b l e f o r 
t h a t s l i v e r o f c u r r i c u l u m . " 
"The whole i d e a o f b e i n g . . . t e a c h i n g s u b j e c t s c o u n t e r a c t s what 
you want a l t o g e t h e r . A t t h e same t i m e we don't have a 
s p e c i f i c c u r r i c u l u m t h a t i s . . . t h e r e ' s no c u r r i c u l u m o f science 
f o r t h e deaf, f o r example. You're a d j u s t i n g your own 
c u r r i c u l u m , t a k i n g a l i t t l e from t h i s book and t h a t book." 
" I n most cases, I w i l l f o l l o w t h e t e x t b o o k . " 
"I'm n o t an e x p e r t on c h i l d development o r c h i l d p h i l o s o p h y . . . 
I have t o have a g u i d e somewhere a l o n g t h e way t o h e l p me." 
" I t ' s p r e t t y f l e x i b l e . . . I ' d do a n y t h i n g t o g e t a p o i n t 
a c r o s s . " 
"Oh, i t ' s b r e d i n u s . . . i t ' s i n b r e d . You a r e t o l d i n 
t r a i n i n g . . . I do t h i s i n my c l a s s s t i l l . I r e p e a t what t h e 
c h i l d r e n say f o r t h e r e s t o f t h e c l a s s . I f I ask a q u e s t i o n , 
t h e y r e p e a t i t , I say what t h e y s a i d and ask t h e r e s t o f t h e 
c h i l d r e n f o r t h e n e x t q u e s t i o n . You a r e t a u g h t t h a t i n 
t r a i n i n g . You p u t th o s e c h i l d r e n i n a s e m i - c i r c l e , so th e y 
can a l l see, and i f t h e y c a n ' t see, you r e p e a t . I f t h e y say 
i t i n ASL, you r e p e a t i t i n E n g l i s h . You a r e l i k e a r e f l e c t o r 
o f e v e r y t h i n g t h a t i s s a i d . That's what you are t a u g h t t o 
do." 
" I am much c l o s e r , v e r y much c l o s e r t o t h e d i r e c t o r . I p i c k e d 
t h a t up from t h e f i v e y e a r s I went t o U n i v e r s i t y . I was 
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always t a u g h t i n t h a t mode. I don't remember d o i n g a n y t h i n g 
t h a t wasn't i n t h a t mode." 
"When you g e t t h e r e ( i n deaf e d u c a t i o n ) you f i n d o u t t h a t you 
ar e supposed t o become t h e a d a p t o r o f c u r r i c u l u m , and t h a t t h e 
language i s t h e most i m p o r t a n t because t h i s i s t h e d i s a b i l i t y , 
and I can h o n e s t l y say t h a t t h e focus does n o t change enough, 
because you're s t i l l t h e d i r e c t o r . " 
"The f a c t t h a t you a r e supposedly t h e d i r e c t o r and t h e . . . i t ' s 
i m p l i e d t h a t you a r e d i r e c t o r . . . t h e f a c t t h a t t h e y have no 
communication. That's understood by a l l . Not t h a t i t ' s n o t 
communication, b u t i t ' s n o t a communication mode t h a t ' s 
a c c e p t a b l e . " 
"The language d e f i c i t , t h a t ' s what we're t o l d i t i s . That's 
what you go t h e r e f o r because t h e k i d s , and we're t o l d t h i s , 
t h e s e k i d s a r e handicapped, because t h e y have such poor 
language development. And t h a t ' s what you're here f o r , t o 
r e c t i f y t h a t problem." 
"A b i g p a r t o f my j o b i s i n t e r p r e t i n g t h e w o r l d t o them. Deaf 
c h i l d r e n have a l o t o f m i s c o n c e p t i o n s about l i f e and about 
t h e i r w o r l d and where t h e y f i t i n t o t h e i r w o r l d and our w o r l d . 
And I f e e l t h a t ' s my b i g g e s t r e s p o n s i b i l i t y . . . w h a t e v e r s u b j e c t 
I am d o i n g . " 
" I f e e l t h a t ' s my r e s p o n s i b i l i t y , t o make sure t h a t t h e y g e t 
t h e r i g h t i n t e r p r e t a t i o n , o r , what we have been t a u g h t t o be, 
you know, t h e c o r r e c t i n t e r p r e t a t i o n . " 
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" I f e e l t h a t g i v i n g t h e k i d s a chance t o t a l k about t h i n g s and 
s e e i n g where t h e y a r e . Being a b l e t o g e t t h e misconceptions 
o u t and p u t them i n t o a n o t h e r s i t u a t i o n where I am w i l l i n g t o 
do a l e s s o n . They g e t t o d e a l w i t h them t h a t way." 
"Tapping i n t o what t h e y know and what t h e y misunderstand." 
" I d o n ' t see m y s e l f as t e a c h i n g language, t e a c h i n g language, 
t e a c h i n g language. More o r l e s s g e t t i n g ideas and g e t t i n g 
them s t r a i g h t e n e d o u t . . . t h a t ' s my j o b because I t h i n k t h e y are 
l i m i t e d i n t h a t a r e a . " 
" I t ' s r e a l l y d e a l i n g w i t h e v e r y s i d e o f them. L i k e f e e l i n g s , 
why a r e you f e e l i n g upset today, o r why are you n o t p e r f o r m i n g 
t o d a y . T r y i n g t o f i n d o u t what upsets them, and t h e r e ' s a l o t 
o f t h a t because o f t h e f a c t t h a t t h i s i s an i n s t i t u t i o n . Not 
e v e r y t h i n g you d e a l w i t h i n t h e classroom i s academic." 
"When I say c u r r i c u l u m , I'm t a l k i n g about what's w r i t t e n down, 
fro m t h e Department o f E d u c a t i o n . What you have t o do i n your 
t e x t b o o k , t h a t you a r e supposed t o cover i n a year o r 
whatever, o r what t h e y a r e d o i n g i n p u b l i c s c h o o l . I'm j u s t 
t h i n k i n g o f t h a t . I'm j u s t t h i n k i n g about what's l a i d o u t f o r 
you t o do a t a c e r t a i n grade l e v e l . " 
"You d o n ' t t e a c h i n t h e same way as you would i n p u b l i c 
s c h o o l , c over t h e s e t e x t b o o k s i n a year, and I t r i e d t o g e t t o 
t h e end. I f i n d w i t h i n an i n s t i t u t i o n you do n o t d e a l w i t h 
t h a t t y p e o f c u r r i c u l u m , t h e r e are t o o many o t h e r t h i n g s g o i n g 
on. W i t h t h e deaf, I l i k e a l o o s e r c u r r i c u l u m . " 
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" I am v e r y t e a c h e r o r i e n t e d . Teacher t e l l s you, and t h e 
t e a c h e r d i r e c t s e v e r y t h i n g . " 
" I am, and always have been, t h e t y p e t o use t e a c h e r d i r e c t e d 
t h i n g s and I mean, t h e k i d s can g i v e me an i d e a and I can 
f o l l o w i t , b u t I t a k e c o n t r o l over i t i m m e d i a t e l y . " 
" I have made d e c i s i o n s coming i n , i n September, t h a t we're 
g o i n g t o do c e r t a i n a c t i v i t i e s and use c e r t a i n m a t e r i a l s t o 
g e t t h e end r e s u l t . But t h i s has changed. As you become more 
c o m f o r t a b l e w i t h t h e p r o f e s s i o n , you have more experience w i t h 
t h e k i d s , d i f f e r e n t t y p e s o f s t u d e n t s . They can h e l p you o u t . 
They may have a b e t t e r way o f g e t t i n g t o t h e p o i n t . " 
I t i s v e r y c l e a r t h a t t h e dominant c o n c e p t i o n o f t h e r o l e o f 
t e a c h e r i s as t r a n s m i t t e r i n a t r a d i t i o n a l o r i e n t a t i o n . 
Teachers' s t a t e m e n t s a t t r i b u t e t h i s c o n c e p t i o n t o t h e i r 
i n i t i a l t r a i n i n g e x p e r i e n c e s and as graduates i n s p e c i a l 
e d u c a t i o n t r a i n i n g f o r deaf e d u c a t i o n . There i s c l e a r l y 
l i t t l e f l e x i b i l i t y i n t h i s c o n c e p t i o n . However, though t h i s 
appears t o be t h e case, t h e r e i s some f r u s t r a t i o n expressed 
t o w a r d t h e t e a c h i n g o f s u b j e c t s which c o u n t e r a c t t h e t e a c h e r s ' 
d e s i r e t o work w i t h a c o n c e p t i o n o f t h e whole c h i l d . I t i s 
s t r o n g l y expressed t h a t , t h e c o n c e p t i o n o f t h e r o l e o f t e a c h e r 
as d i r e c t o r emanates from t h e c o n c e p t i o n o f t h e c h i l d r e n as 
handicapped, h a v i n g poor language development and d e f i c i t s , 
and t h i s l e a d s t o t h e t e a c h e r s ' r o l e as g i v i n g i n f o r m a t i o n and 
knowledge t o compensate f o r t h i s . Teachers s t a t e p a r t o f 
t h e i r r o l e as i n t e r p r e t i n g t h e w o r l d t o t h e c h i l d r e n , and 
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r e c t i f y i n g t h e c h i l d r e n ' s m i s u n d e r s t a n d i n g s and 
m i s c o n c e p t i o n s . 
The c u r r i c u l u m i s c o n c e p t u a l i z e d as what i s w r i t t e n down, as 
opposed t o c r e a t i n g o p p o r t u n i t i e s t o l e a r n and develop. T h i s 
c o n f i r m s t h e t e a c h e r s ' t e x t b o o k d r i v e n approach, i n which h i g h 
l e v e l s o f p r e - p l a n n i n g a r e engaged i n p r i o r t o meeting t h e 
c h i l d r e n . 
Teachers i d e n t i f y t h e need t o be more t h a n ' t e a c h e r ' ( i n t h e 
t r a d i t i o n a l t r a n s m i s s i o n sense), because o f t h e s p e c i a l 
c o n t e x t o f t h e R e s i d e n t i a l School and t h e amount o f t i m e spent 
w i t h t e a c h e r s as opposed t o f a m i l y . The t e a c h e r s ' f r u s t r a t i o n 
w i t h c o n t e n t and i n f o r m a t i o n - g i v i n g emanates from t h i s f e e l i n g 
and t e a c h e r s see t h e i r r o l e as " f r i e n d " , even f a m i l y , f o r 
t h o s e c h i l d r e n i n r e s i d e n c e . However, t h e t e a c h e r s f e e l 
u n a b l e t o cope w i t h such r e l a t i o n s h i p s because o f t h e p r e s s u r e 
t o g e t so much i n f o r m a t i o n a c r o s s . Because t h e t e a c h e r s are 
i n a "round" arrangement, w i t h c l a s s e s a t t e n d i n g s u b j e c t 
a r e a s , t h e y f e e l o u t o f t o u c h w i t h t h e whole c h i l d . 
Teachers see t h e t e x t b o o k and course guides as necessary 
s u p p o r t s t o what s h o u l d be t a u g h t and when. T h i s i n t u r n 
c o n t r i b u t e s t o s u b j e c t b a r r i e r s and t h e l a c k o f t r a n s f e r o f 
knowledge f r o m one classroom t o another. I n communication, 
t h e t e a c h e r s appear f l e x i b l e , b u t t h e p r a c t i c e o f b e i n g 
c e n t r a l i n t h e classroom, t h e c o n d u i t t h r o u g h which e v e r y t h i n g 
f l o w s , i s e v i d e n t . 
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When t e a c h e r s make sta t e m e n t s about c h i l d r e n ' s f e e l i n g s t h e y 
have t o d e a l w i t h , t h e y do n o t mean a f e e l i n g r e l a t i o n s h i p t o 
t h e c u r r i c u l u m , o r a f e e l i n g way o f knowing, b u t a p o s t o r a l 
r o l e . Teachers ar e t i e d t o t h e t e x t b o o k and g uide l i n e s . 
However, a c l a i m f o r a l o o s e r c u r r i c u l u m i s made, which i s 
assumed t o mean a more f l e x i b l e c u r r i c u l u m i n which t h e whole 
c h i l d can be c e n t r a l . 
Conception of How Learning Should Be Evaluated. 
A t t h i s s t a g e , no d a t a was c o l l e c t e d on e v a l u a t i o n s t r a t e g i e s . 
S e c t i o n Two. 
The CBAM headings a r e ; 
Awareness; L i t t l e concern about o r i n v o l v e m e n t w i t h t h e 
i n n o v a t i o n i s i n d i c a t e d . 
I n f o r m a t i o n a l ; A g e n e r a l awareness o f t h e i n n o v a t i o n and 
i n t e r e s t i n l e a r n i n g more d e t a i l about i t i s i n d i c a t e d . The 
p e r s o n seems t o be u n w o r r i e d about h e r s e l f i n r e l a t i o n t o t h e 
i n n o v a t i o n . She i s i n t e r e s t e d i n s u b s t a n t i v e aspects o f t h e 
i n n o v a t i o n i n a s e l f l e s s manner such as g e n e r a l 
c h a r a c t e r i s t i c s , e f f e c t s , and r e q u i r e m e n t s f o r use. 
P e r s o n a l ; I n d i v i d u a l i s u n c e r t a i n about t h e demands o f t h e 
i n n o v a t i o n , h e r inadequacy t o meet those demands, and her r o l e 
w i t h i n t h e i n n o v a t i o n . T h i s i n c l u d e s a n a l y s i s o f her r o l e i n 
r e l a t i o n t o t h e reward s t r u c t u r e o f t h e o r g a n i z a t i o n , 
d e c i s i o n - m a k i n g , and c o n s i d e r a t i o n o f p o t e n t i a l c o n f l i c t s w i t h 
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e x i s t i n g s t r u c t u r e s o r p e r s o n a l commitment. F i n a n c i a l o r 
s t a t u s i m p l i c a t i o n s o f t h e i n n o v a t i o n f o r s e l f and c o l l e a g u e s 
may a l s o be r e f l e c t e d . 
Management; A t t e n t i o n i s focused on t h e processes and t a s k s 
o f u s i n g t h e i n n o v a t i o n and t h e b e s t use o f i n f o r m a t i o n and 
r e s o u r c e s . I s s u e s r e l a t e d t o e f f i c i e n c y , o r g a n i z i n g , 
managing, s c h e d u l i n g and t i m e demands a r e utmost. 
Consequence; A t t e n t i o n focuses on t h e impact o f t h e 
i n n o v a t i o n on s t u d e n t s i n her immediate sphere o f i n f l u e n c e . 
The f o c u s on r e l e v a n c e o f t h e i n n o v a t i o n f o r s t u d e n t s , 
e v a l u a t i o n o f s t u d e n t outcomes, i n c l u d i n g performance and 
competencies, and changes needed t o i n c r e a s e s t u d e n t outcomes. 
C o l l a b o r a t i o n ; The focus i s on c o o r d i n a t i o n and c o o p e r a t i o n 
w i t h o t h e r s r e g a r d i n g use o f t h e i n n o v a t i o n . 
Refocusinq; The focus i s on e x p l o r a t i o n o f more u n i v e r s a l 
b e n e f i t s from t h e i n n o v a t i o n , i n c l u d i n g t h e p o s s i b i l i t y o f 
maj o r changes o r replacement w i t h more p o w e r f u l a l t e r n a t i v e s . 
I n d i v i d u a l has d e f i n i t e i d eas about a l t e r n a t i v e s t o t h e 
proposed o r e x i s t i n g form o f t h e i n n o v a t i o n . 
( O r i g i n a l concept from H a l l , G.E., Wallace, R.C., J r . , & 
D o s s e t t , W.A. A developmental c o n c e p t u a l i z a t i o n o f t h e 
a d o p t i o n process w i t h i n e d u c a t i o n a l i n s t i t u t i o n s . A u s t i n : 
Research and Development Center f o r Teacher E d u c a t i o n , t h e 
U n i v e r s i t y o f Texas, 1973). 
Awareness. 
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"Drama...drama f o r me i s t h e a t r e . . . b a s i c a l l y t a k i n g a p l a y and 
d o i n g t h e a t r e . " 
"As a s t u d e n t I had been i n p l a y s . As a t e a c h e r I have no 
e x p e r i e n c e o f drama." 
" I have no e x p e r i e n c e , as a t e a c h e r i n t r a i n i n g , no experience 
i n i t . I have n o t h i n g as f a r as t h e years I have t a u g h t , ever 
t a k e n a n y t h i n g t h a t I would c a l l drama, a s i d e from what I do 
o f f t h e t o p o f my head t o g e t a p o i n t a c r o s s . " 
"To a c t something o u t , o r g e t t h e k i d s t o t r y i t . You know, 
t o me t h a t ' s n o t . . . w e l l I suppose i t i s , b u t a t t h e same ti m e 
I have done i t on my own, b u t a t t h e t i m e w i t h o u t knowing i f 
t h a t ' s what drama was." 
"Drama i s t h e a t r e . School p l a y s , and maybe u s i n g them t o t a l k 
about a f t e r w a r d s . I ' v e done t h i n g s on a v e r y s m a l l s c a l e w i t h 
young c h i l d r e n as i n you p r e t e n d t o be somebody. Or you say, 
'We're g o i n g t o do t h i s , would you p r e t e n d t o go?', and you go 
and t h e n you t a l k about i t a f t e r w a r d s . " 
"My f i r s t t h o u g h t i s t h e a t r e . " 
" U n t i l t h e drama t e a c h e r s a i d a few t h i n g s l i k e , 'That's n o t 
what I am t a l k i n g about, t h a t ' s n o t what i t i s ' , I t h o u g h t 
t h a t what she d i d was t o go down ( t o t h e t h e a t r e ) and do 
a c t i n g on t h e s t a g e . That's a l l I knew." 
" I t h i n k drama has a r o l e because t o t a k e on t h e r o l e o f 
a n o t h e r s i t u a t i o n , o r t a k e on t h e r o l e o f another person, i n a 
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p l a y , o r even a s h o r t . . . n o t o n l y p l a y s , b u t what I would 
c a l l l i k e a s k i t , i n my mind a s k i t , I don't have another 
word t o c a l l i t , t o me t h a t has v a l u e because you can t a l k 
about consequences. You can t a l k about what you've done." 
"Time o u t o f c l a s s t i m e . " 
"You c o u l d use c e r t a i n c l a s s e s ( n o t a l l c l a s s e s ) . " 
" I f you need more t h a n a one hour b l o c k , i t c o u l d mess up 
t i m e . " 
"Do you f e e l t h e y s h o u l d have reached a c e r t a i n r e a d i n g 
l e v e l ? " 
"Poor ones c o u l d do t h e drama." 
"They c o u l d g e t a l o t from s e e i n g i t , w a t c h i n g t h e 
p r o d u c t i o n . " 
"My concern i s g i v i n g i t t h e t i m e i t needs. I want t o s t a y on 
t a r g e t . " 
A t t h e o u t s e t o f t h e work, i n i t i a l meetings r e v e a l e d 
c o n f i r m a t i o n o f a c o n c e p t i o n o f drama-as-theatre, d o i n g p l a y s 
o r s k i t s . Teachers had no e x p e r i e n c e o f drama i n t r a i n i n g 
e x p e r i e n c e s , e i t h e r a t undergraduate o r M.Ed. D. l e v e l 
t r a i n i n g f o r Deaf E d u c a t i o n . However, t h e v a l u e o f c h i l d r e n 
p l a y i n g t h e r o l e o f a n o t h e r was r e c o g n i z e d . 
Drama was p e r c e i v e d as e x t r a - c u r r i c u l a r a c t i v i t y , as something 
e x t r a t o t h e r e a l work o f t e a c h i n g . 
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A l s o r e v e a l e d i n t h e statements i s t h e f e e l i n g t h a t drama i s 
o n l y f o r some o f t h e c h i l d r e n , namely t h e "poor ones". T h i s 
suggests t h a t t h e t e a c h e r s see drama as something t h a t would 
be i n t h e way, o r d i v e r s i o n a r y o f t h e r e a l work o f t e a c h i n g , 
f o r p e r c e i v e d b r i g h t e r s t u d e n t s whom t e a c h e r s f e e l c u r r e n t 
approaches as adequate. I t suggests t h a t f o r these s t u d e n t s , 
drama would n o t be more t h a n an e x t r a which c o u l d g e t i n t h e 
way o f academic s t u d y . 
F u r t h e r c o n f i r m a t i o n o f drama-as-theatre e x i s t s i n t h e 
t e a c h e r s f e e l i n g t h a t t h e poor s t u d e n t s c o u l d b e n e f i t from 
" w a t c h i n g i t " . 
I n f o r m a t i o n a l . 
"We want you t o be more d i r e c t with us, because I don't have 
enough background t o ask p r o p e r q u e s t i o n s . " 
"We need more t r a i n i n g i n how t o ask loaded q u e s t i o n s . " 
"We need i n - s e r v i c e so t h e group c o u l d d i s c u s s how t o q u e s t i o n 
i n t h e classroom t o b r i n g o u t t h e b e s t i n t h e p u p i l s . " 
" I f e e l a r e a l need f o r classroom i n s t r u c t i o n b e f o r e 
d i s t r i b u t i n g q u e s t i o n s t o s t u d e n t s . Even t h e v o c a b u l a r y i s 
beyond t h e i r comprehension. D e s i r e t o t r a c k t h e answer, so i t 
can be answered by p u p i l s . " 
Q u e s t i o n i n g s k i l l s a r e i d e n t i f i e d as a major problem. Because 
t h e r o l e o f t h e t e a c h e r i n v o l v e s endowing t h e c h i l d r e n w i t h 
e x p e r t i s e ( mantle o f t h e e x p e r t ) , and d r i v i n g t h e c h i l d r e n 
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t o w a r d an i n q u i r y mode, t h e t e a c h e r s ' c u r r e n t use o f 
q u e s t i o n i n g was f e l t t o be inadequate. The use o f wh-type 
q u e s t i o n s , w h i c h t h e t e a c h e r s were b e g i n n i n g t o see t h e need 
f o r t h r o u g h t h e i n - s e r v i c e work, were c l e a r l y p r o b l e m a t i c . I t 
was necessary t o h e l p t e a c h e r s t o c r e a t e a v a r i e t y o f spaces, 
i n c l a s s r o o m d i a l o g u e , i n which c h i l d r e n c o u l d t h i n k and 
wonder. I t was a l s o t h e case t h a t t e a c h e r s f e l t t h e c h i l d r e n 
would n o t be a b l e t o respond t o such q u e s t i o n s o r 
o p p o r t u n i t i e s . 
" I f you need a group d e c i s i o n , f o r example, v o t i n g . Three 
a g a i n s t won't agree t o t h e m a j o r i t y . What do you do? The 
c h i l d r e n haven't l e a r n e d t h e r u l e s o f g i v e and t a k e o r 
compromise. The t e a c h e r must s t e p i n and use h e r a u t h o r i t y , 
b u t t h i s i s n o t good e i t h e r ? " 
"Need t o know how t o use t h i s t e a c h i n g t o o l more e f f e c t i v e l y . 
More d i r e c t i o n needed." 
"How f a r t o go w i t h e x p l a n a t i o n s ? " 
I n t h e area o f d e c i s i o n - m a k i n g , t h e r e appeared t o be c o n f u s i o n 
between a u t h o r i t y and a u t h o r i t a r i a n . T h i s emanates from t h e 
t e a c h e r s ' c o n t i n u i n g s t r u g g l e t o move i n t o an e n a b l i n g and 
f a c i l i t a t i n g mode. Some t e a c h e r s s t i l l f e l t t h a t such a move 
meant t h a t t h e c h i l d r e n were c o m p l e t e l y f r e e t o do what t h e y 
wanted t o do, w i t h o u t t h e t e a c h e r i n v o l v e d . There i s s t i l l a 
sense from t h e t e a c h e r s t h a t u s i n g drama w i l l be a r i s k , and 
t h a t c u r r i c u l u m w i l l be l o s t . 
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The q u e s t i o n o f " e x p l a n a t i o n s " f u r t h e r i l l u m i n a t e s t h e 
t e a c h e r s ' s t r u g g l e t o move t o a p r o b l e m - s o l v i n g approach. The 
s t a t e m e n t asks how much t e a c h e r s can t e l l t h e c h i l d r e n , as 
opposed t o how f a r t h e t e a c h e r can i n v o l v e t h e c h i l d r e n i n 
e x p l a i n i n g a c t i v i t y . 
"How w i l l t h e c h i l d r e n r e a c t t o l e s s t e a c h e r d i r e c t e d 
a c t i v i t i e s . W i l l t h e y be c o n f i d e n t t o a t t e m p t t h i n g s on t h e i r 
own?" 
T h i s u n d e r s t a n d a b l e response i s a l s o r e v e a l i n g . The c h i l d r e n 
need t i m e t o a d j u s t t o a d i f f e r e n t p e r c e p t i o n o f t e a c h e r b e i n g 
an o f f e r i n t h e p r o j e c t . However, i t may be t h a t t h e te a c h e r s 
a r e f e a r f u l o f l o s i n g c o n t r o l o f t h e ideas i n t h e classroom, 
as w e l l as c o n t r o l over d i s c i p l i n e and f o c u s . Being c o n f i d e n t 
t o a t t e m p t t h i n g s on t h e i r own, echoes t h e words o f David 
P i e k o f f (1988) who asks, why e d u c a t i o n " . . . r a t h e r t h a n 
s t r e n g t h e n i n g us d u r i n g our sc h o o l days t o s t a n d on our own 
two f e e t and do l i f e ' s b a t t l e s unaided, encourages us t o be 
dependent on s o c i e t y ? " L a t e r i n s e c t i o n t h r e e o f t h e d a t a , a 
t e a c h e r s t a t e s , "Our k i d s a r e used t o b e i n g spoon f e d , and 
t h e y a r e spoon f e d " (page 172). T h i s may a l s o r e v e a l low 
e x p e c t a t i o n s on t h e p a r t o f t e a c h e r s , r e f e r r e d t o e a r l i e r by 
Johnson, L i d d l e and E r t i n g (p. 2 5 ) . 
"When I f i r s t l o o k e d a t t h e O u t l i n e ( o f t h e p r o j e c t ) I was 
t h i n k i n g , somebody has g o t t o know what's g o i n g on, somebody 
has g o t t o know." 
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Both t e a c h e r and c h i l d r e n have g o t t o know, and t h i s statement 
r e f l e c t s t h e t e a c h e r s ' concern emanating from t h e p r o j e c t 
o u t l i n e . L a t e r , i n t h e i m p l e m e n t a t i o n o f The Labrador 
P r o j e c t , t e a c h e r s r e a l i z e d t h a t b o t h t e a c h e r s and c h i l d r e n 
knew what was g o i n g on, as t h e y responded t o t h e c h a l l e n g e s o f 
t h e drama and worked t o g e t h e r t o s o l v e them. 
P e r s o n a l . 
" I am concerned about t h e amount o f t i m e and energy t h e 
p r o j e c t w i l l t a k e . Not t h e amount o f c l a s s t i m e b u t t h e 
amount o f emotion and t h i n k i n g i t w i l l t a k e . " 
" I am concerned about t h e magnitude o f t h e p r o j e c t . I b e l i e v e 
we can cope w i t h i t , b u t I w o r r y about p h y s i c a l space, t h e 
t i m e needed t o p r e p a r e m a t e r i a l s , t h e energy I ' l l need t o 
c a r r y m y s e l f and t h e s t u d e n t s t h r o u g h t h e p r o j e c t . Of course 
h a v i n g t e a c h e r X around w i l l keep t h i n g s l i v e l y . " 
These s t a t e m e n t s r e f l e c t Shor's c l a i m (p. 3 8 ) , b u t i m p o r t a n t l y 
r e f l e c t concern f o r e m o t i o n a l energy. The t e a c h e r s i n - r o l e 
work r e q u i r e d such energy. The t h i n k i n g r e q u i r e d , i m p l i e s a 
r e a l i z a t i o n on t h e p a r t o f t h e t e a c h e r t h a t responsiveness 
w i l l be needed, as t h e c h i l d r e n t a k e t h e l e a d i n t h e p r o j e c t . 
" I am e s p e c i a l l y concerned about my r o l e as t h e t e a c h e r i n 
t h i s p r o j e c t . I know I must r e - d e f i n e my r o l e , and t h a t w i l l 
n o t be easy. To be a f a c i l i t a t o r , n o t a d i r e c t o r ! Ugh!" 
" I am c o n t i n u o u s l y w o r r i e d about how I w i l l r e a c t t o b e i n g i n 
r o l e . I d o n ' t want t o t a k e on my t y p i c a l r o l e as d i r e c t o r . I 
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want t o be a b l e t o r e l a x and become a f a c i l i t a t o r . I t h i n k 
t h a t w i l l be v e r y d i f f i c u l t f o r me." 
"I'm n o t g o i n g t o be a b l e t o shut up. I'm g o i n g t o have r e a l 
t r o u b l e w i t h t h a t . " 
"Being i n r o l e i s a source o f p a n i c . I c a n ' t do t h i s l I have 
t h e same concern as X, i n t h a t , when you are i n r o l e , t h e r e ' s 
no t e a c h e r l e f t and you c a n ' t c o n t r o l t h e s i t u a t i o n . " 
"When we a r e p r a c t i s i n g t h e t e a c h e r - i n - r o l e , i t ' s v e r y nerve 
w r a c k i n g . Not because o f t h e t e a c h e r - i n - r o l e so much as 
w o r k i n g i n f r o n t o f your peers." 
T h i s i n d i c a t e s t h e dep t h o f t h e t r a n s m i s s i o n p o s i t i o n and t h e 
work whic h w i l l be r e q u i r e d t o change from d i r e c t o r t o 
e n a b l e r / f a c i l i t a t o r r o l e s . Perhaps t h e r e i s a l s o an echo o f 
Hockersmith's c h a l l e n g e t o " s t o p t a l k i n g so much" (p. 3 ) . 
" I would l i k e t o c o n t i n u e our meetings as we go t h r o u g h t h e 
p r o j e c t so t h a t you can g i v e me c o n s t r u c t i v e c r i t i c i s m a l ong 
t h e way. T h i s i s a whole new area f o r me and I w i l l need l o t s 
o f g u i dance." 
" I want you t o g i v e us p o s i t i v e r e i n f o r c e m e n t as we go al o n g . 
I f u n c t i o n much b e t t e r when I am g e t t i n g p a t s on t h e back!" 
The d e s i r e f o r coaching and feedback shows a w i l l i n g n e s s t o 
a t t e m p t t h e change, b u t o n l y i f s u p p o r t i s p r o v i d e d , as t h e 
r i s k i s c l e a r l y f e l t by t h e t e a c h e r s . 
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" I w ould l i k e t o s i t t h r o u g h sessions w i t h you and X and 
p r a c t i s e q u e s t i o n i n g t e c h n i q u e s . " 
" Q u e s t i o n i n g s k i l l s o f t e a c h e r . Very i m p o r t a n t t o t h e drama 
and p r o j e c t , b u t t e a c h e r s ' q u e s t i o n i n g s k i l l s l e a v e a l o t t o 
be d e s i r e d . " 
"What k i n d o f q u e s t i o n s am I g o i n g t o use t o encourage t h e 
c h i l d r e n t o go on t h e road where I want t o go? 
The need f o r q u e s t i o n i n g t e c h n i q u e s demonstrates t h e 
i m p o r t a n c e o f t h i s p a r t o f t h e t e a c h e r s ' work i n t h e P r o j e c t , 
and a l s o t h e t e a c h e r s ' l a c k o f p r a c t i c e i n them. 
" I d o n ' t have i t s t r a i g h t i n my head where I am g o i n g so I 
d o n ' t know how I'm g o i n g t o m o t i v a t e t h e s t u d e n t s . " 
The f e e l i n g t h a t t h e t e a c h e r i s g o i n g t o l e t t h e c h i l d r e n 
" j u s t go" i s p r e s e n t h e r e , r e f l e c t i n g a c o n c e p t i o n o f drama 
a c t i v i t y as open, f r e e e x p r e s s i o n as opposed t o c o l l a b o r a t i v e 
and n e g o t i a t e d work tow a r d c u r r i c u l u m . 
"The d i a l o g u e - c o n v e r s i n g w i t h a n o t h e r r a t h e r t h a n b e i n g i n 
c o n t r o l o f t h e c o n v e r s a t i o n . " 
"When and how t o draw t h e c l a s s i n t o t h i s t y p e o f d i a l o g u e . " 
The d i a l o g u e r e l a t i o n s h i p s i n t h e P r o j e c t are f e l t t o be 
t h r e a t e n i n g t o t h e t e a c h e r , who f e e l s o u t o f c o n t r o l . The 
d i a l o g u e approach needs t o be seen as one which f a c i l i t a t e s 
and enables a l l v o i c e s and c r e a t e s c o l l a b o r a t i o n and 
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n e g o t i a t i o n . I t i s c l e a r t h a t t e a c h e r s do n o t engage i n 
c o n v e r s a t i o n when t e a c h i n g . 
" V i d e o - t a p i n g - ' p e r f o r m i n g ' i n f r o n t o f a d u l t s b o t h e r s me and 
t h i s m a g n i f i e s t h e problem. However, I can a p p r e c i a t e why i t 
i s necessary t o do so." 
The concern o f ' p e r f o r m i n g ' i n f r o n t o f peers ( o t h e r 
t e a c h e r s ) , d u r i n g t h e p l a n n i n g and i m p l e m e n t a t i o n phases, i s 
u n d e r s t a n d a b l e . Teachers m o s t l y work alone r a t h e r t h a n i n 
team s i t u a t i o n s . 
"When and how t o d i s c i p l i n e a c h i l d when t e a c h e r and/or c h i l d 
i s ' i n r o l e ' . " 
The t e a c h e r s s t i l l see w o r k i n g i n r o l e as a c t i n g . The 
t e a c h e r s ' assumption o f b e i n g " i n c h a r a c t e r " c o n t r i b u t e s t o 
t h i s , as opposed t o s e e i n g t h e r o l e as a v e h i c l e t h r o u g h which 
t o t e a c h . 
" L i m i t e d knowledge on t h e t o p i c area. W i l l t i m e p e r m i t a 
p e r s o n t o grasp t h e h i s t o r i c a l background t o f e e l c o m f o r t a b l e 
w i t h t h e m a t e r i a l b e i n g p r e s e n t e d ? " 
T h i s necessary m a t e r i a l w i l l be a fundamental p a r t o f 
p r e p a r a t i o n o f t h e r o l e s t e a c h e r s use. C l e a r l y t h e p r o j e c t i s 
d r a w i n g on much more m a t e r i a l t h a n t h e t e x t b o o k s u s u a l l y do. 
For t h e r o l e o f Natana, m a t e r i a l needs t o be g a t h e r e d from 
sources o t h e r t h a n t h e o f t e n s u p e r f i c i a l c o n t e n t o f t h e 
t e x t b o o k . 
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"What t o do when team t e a c h e r s ' p h i l o s o p h i e s d i f f e r . T h i s 
s h o u l d be a p a r t o f t h e p r e - p l a n n i n g f o r t h e whole p r o j e c t ? " 
"Team t e a c h i n g - must have t h e a b i l i t y t o compromise, be 
f l e x i b l e , p a t i e n t , r e s p e c t f o r o t h e r s , s e c u r i t y i n our own 
a b i l i t i e s so w i l l n o t be t h r e a t e n e d by o t h e r ' s comments, 
q u e s t i o n s , c r i t i c i s m s . " 
I t i s i m p o r t a n t t h a t i n d i v i d u a l t e a c h e r p h i l o s o p h i e s a r e 
f a c i l i t a t e d i n p r e p a r a t i o n f o r team work. However, one needs 
t o see whether t e a c h e r s do what t h e y say t h e y do. 
"Teacher i s o f t e n w a l k i n g a t i g h t r o p e . Where do I stand? I f 
I l e a d t h e c h i l d r e n , I'm n o t i n r o l e . I f I don't l e a d , 
c h i l d r e n become ' l o s t ' . C h i l d r e n do need d i r e c t i o n a t t i m e s . " 
The c o n c e p t i o n o f t h e t e a c h e r - i n - r o l e as a c t o r appears once 
a g a i n . The d u a l m i n d -set, when w o r k i n g i n r o l e , r e q u i r e s much 
s k i l l development f o r i n - r o l e work. Working i n r o l e i s a 
s o p h i s t i c a t e d c o n v e n t i o n r e q u i r i n g b o t h t h e r o l e and t h e 
t e a c h e r t h i n k i n g t o be p r e s e n t . T h i s d u a l i t y o f mind i s a 
problem f o r t h e t e a c h e r s . 
" C u r r i c u l u m p l a n n i n g s k i l l s o f t e a c h e r s and c o n f i d e n c e o f . . " 
Teachers' dependence on t h e t e x t b o o k and c u r r i c u l u m g u i d e 
b r i n g s i n s e c u r i t y i n t h e c r e a t i v e approach o f t h e P r o j e c t . I t 
i s i m p o r t a n t t h a t t e a c h e r s see themselves as c r e a t o r s o f 
c u r r i c u l u m , w i t h t h e c h i l d r e n , as opposed t o implementors o f 
o n l y t h e t e x t b o o k . 
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"Hea r i n g i m p a i r e d s t u d e n t s need t o a c q u i r e a good w o r k i n g 
knowledge o f t h e E n g l i s h language. Drama can be e f f e c t i v e i n 
i n t e r p r e t i n g w r i t t e n language. However, how does t h e t e a c h e r 
t r a n s l a t e i t i n t o w r i t t e n e x e r c i s e s by t h e s t u d e n t s . The 
s t u d e n t s need p r a c t i c e i n t h e w r i t t e n form. How do I make t h e 
t r a n s i t i o n ? " 
The c o n f i r m a t i o n o f t h e prime e d u c a t i o n a l aim o f E n g l i s h 
language i s p r e s e n t h e r e . The t e a c h e r c o n c e p t u a l i z e s t h e 
drama as t h e i n t e r p r e t a t i o n o f d r a m a t i c t e x t o r d i a l o g u e , and 
has n o t y e t grasped t h e drama-as-method approach. I n t h e 
P r o j e c t , many and v a r i o u s r e a d i n g and w r i t i n g e x p e r iences are 
s t r u c t u r e d f o r , and as t h e p r o j e c t develops t h e t e a c h e r s w i l l 
r e c o g n i z e t h e s e . 
"When t o know f a c t from f a n t a s y . " 
"We have t o t e a c h t h e book...because X i s i n t h e book." 
T h i s concern emanates from t h e r e a l i t y o f t h e t e x t b o o k 
c o n t e n t . The t e a c h e r sees t h e c r e a t i o n o f a f i c t i t i o u s 
c o n t e x t as a problem because i t i s n o t t h e r e a l i t y o f t h e 
t e x t b o o k . The t e a c h e r s ' concern f o r t e a c h i n g what i s i n t h e 
book i s v e r y c l e a r here. Even though t h e concepts t o be 
t a u g h t c o u l d be accessed from m a t e r i a l i n t h e P r o j e c t , such as 
I n u i t Myths and Legends, t e a c h e r s s t i l l f e l t t h e p r e s s u r e t o 
use t h e i r c lassroom r e a d e r s . T h i s l e a d t o some t e a c h e r s n o t 
u s i n g t h e I n u i t m a t e r i a l f o r r e a d i n g , and t h e r e f o r e f a i l i n g t o 
t a p i n t o what was m o t i v a t i n g t h e c h i l d r e n . 
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"How t o a c t u a l l y g e t s t a r t e d . " 
"How w i l l I know i t ' s w o r k i n g ? " 
The approach i s c l e a r l y new t o t h e t e a c h e r s , as t h e y express a 
c l a s s i c a l response. The t e a c h e r s w i l l know i t i s w o r k i n g when 
t h e y b e g i n t o see t h e c h i l d r e n g i v i n g feedback and b e i n g 
m o t i v a t e d by t h e drama. 
" I d o n ' t f e e l I know enough about deaf c u l t u r e t o t e a c h my 
s t u d e n t s . T h i s w i l l d e f i n i t e l y be a l e a r n i n g e x p e r i e n c e f o r 
us a l l . " 
T h i s s i g n i f i c a n t s t a t e m e n t suggests t h a t something c r u c i a l i s 
m i s s i n g i n t h e s c h o o l and t h e c u r r i c u l u m . Indeed, The 
Labrador P r o j e c t i s t h e f i r s t t i m e t h a t Deaf C u l t u r e had been 
d e a l t w i t h by t h e t e a c h e r s . The area o f Deaf C u l t u r e a l s o 
appears t o be l a c k i n g i n t r a i n i n g . 
" I c a n ' t a c t . " 
"How w i l l I know when t o say my p a r t ? " 
Conceptions o f drama-as-method a r e s t i l l t h e a t r e , as r e f l e c t e d 
i n t h e s e s t a t e m e n t s . As we go t h r o u g h work, t h e r e s e a r c h e r 
r e c o g n i z e s t h a t change t a k e s t i m e , and does n o t happen 
o v e r n i g h t , c o n f i r m i n g i m p l e m e n t a t i o n as a process r a t h e r t h a n 
an e v e n t . 
" I f e e l a l i t t l e u n c o m f o r t a b l e w i t h i t because i t ' s n o t 
t o t a l l y mine ( t h e p r o j e c t ) . A t t h i s p o i n t I am f e e l i n g , oh. 
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I'm a l i t t l e l o o s e h e r e , and I haven't t a k e n i t as my own y e t , 
These a r e good i d e a s , b u t t h e y ' r e n o t my i d e a s . " 
The t e a c h e r i s a t a p o i n t o f balance, needing a sense o f 
ownership o f t h e P r o j e c t . A t t h i s s t a g e , t h e t e a c h e r f e e l s 
she i s i m p l e m e n t i n g t h e work o f a n o t h e r ( t h e a u t h o r o f t h e 
p r o j e c t ) . However, t h e t e a c h e r s must make t h e p r o j e c t t h e i r 
own, and t h e r e s e a r c h e r / c u r r i c u l u m d e v e l o p e r must a l l o w t h i s . 
T h i s echoes t h e c o l l a b o r a t i v e approach t o i m p l e m e n t a t i o n t h e 
r e s e a r c h e r has adopted, a p p r o p r i a t e t o t h e t r a n s a c t i o n a l 
o r i e n t a t i o n . Teachers must be a b l e t o adopt, though t h e 
r e s e a r c h e r must be a b l e t o i d e n t i f y where t e a c h e r s f a i l t o 
implement t h e i n n o v a t i o n . 
"Can I do i t . " 
A f t e r many i n - s e r v i c e s e s s i o n s , workshops and d i s c u s s i o n s , 
t h i s s t a t e m e n t r e f l e c t s t h e p e r s o n a l element i n t h e 
i m p l e m e n t a t i o n p r o c e s s . The i m p l e m e n t a t i o n o f a new method 
means p e r s o n a l change, n o t o n l y change i n management o r 
r e s o u r c e s . 
" I d o n ' t f e e l t h a t I know what's coming n e x t . Whether i t be 
what's coming n e x t i n t h e d r a m a t i c f i c t i o n t o d a y o r when I go 
home a t n i g h t . What am I d o i n g tomorrow." 
T h i s i s a most d i f f i c u l t phase f o r t h e t e a c h e r s , u n t i l t h e 
c h i l d r e n can t a k e t h e l e a d and s t a r t t o g i v e t h e t e a c h e r s 
feedback. U n t i l t h e t e a c h e r s f e e l t h e c h i l d r e n ' s response, 
and g i v e them more r e s p o n s i b i l i t y , t e a c h e r s remain i n c o n t r o l . 
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However, t h e r e i s a l s o a sense o f t h e t e a c h e r s ' need t o know 
what i s happening n e x t , which echoes t h e i r t r a n s m i s s i o n 
o r i e n t a t i o n and r i s k . 
" I d o n ' t f e e l t h e r e ' s enough t i m e between ses s i o n s t o p r o p e r l y 
p r e p a r e m y s e l f f o r t h e n e x t s e s s i o n . I f i n d t h i s v e r y 
f r u s t r a t i n g . " 
O r g a n i z a t i o n o f t i m e i s made d i f f i c u l t because t h e s c h o o l 
( i n t e r m e d i a t e ) t i m e t a b l e was n o t a l t e r e d f o r t h i s p r o j e c t . 
M e e t i n g t i m e f o r t e a c h e r s was found a t l u n c h - t i m e o r a f t e r 
s c h o o l h o u r s , u n l e s s a f r e e p e r i o d was a v a i l a b l e . T h i s 
s t a t e m e n t a l s o r e f e r s t o t h e t e a c h e r p r e p a r a t i o n r e q u i r e d 
a f t e r h a v i n g worked i n - r o l e w i t h t h e c h i l d r e n , and p r i o r t o 
m e e t i n g them as " t e a c h e r " a g a i n . 
" I f i n d t h a t I am p h y s i c a l l y and m e n t a l l y d r a i n e d a f t e r a 
s e s s i o n and f i n d i t d i f f i c u l t t o go back t o t h e classroom and 
r e f l e c t e f f e c t i v e l y w i t h t h e c h i l d r e n , I need t i m e t o calm 
down b e f o r e I see t h e c h i l d r e n . " 
T h i s s t a t e m e n t echoes t h e above and a l s o demonstrates t h e 
amount o f energy w o r k i n g i n - r o l e a c t u a l l y c o s t t h e t e a c h e r s a t 
t h i s s t a g e . T h i n k i n g on one's f e e t , r e a l l y " l i s t e n i n g " , 
t h i n k i n g i n r o l e and b e i n g r e s p o n s i v e , i s v e r y t i r i n g f o r a 
t e a c h e r new t o t h i s most s u b t l e o f drama e d u c a t i o n 
c o n v e n t i o n s . 
"The f e e l i n g o f b e i n g o u t o f c o n t r o l w i t h r e s p e c t t o t h e 
d r a m a t i c f i c t i o n i s t e r r i f y i n g and f r u s t r a t i n g . " 
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Though t h e s t r u c t u r e o f The Labrador P r o j e c t i s q u i t e c l e a r l y 
t a k i n g t h e c h i l d r e n t o w a r d t h e e d u c a t i o n a l o b j e c t i v e s , and 
c u r r i c u l u m areas t h e t e a c h e r s gave t h e r e s e a r c h e r , a t moments 
when t h e c h i l d r e n e x h i b i t even m i n i m a l c o n t r o l , t h e te a c h e r s 
f e e l q u i t e d i s t u r b e d . Being used t o b e i n g i n c o n t r o l o f 
e v e r y t h i n g , t h i s response i s u n d e r s t a n d a b l e . 
" I d o n ' t have i t s t r a i g h t i n my head where I am g o i n g so I 
do n ' t know how I'm g o i n g t o m o t i v a t e t h e s t u d e n t s . " 
When t h e t e a c h e r p r e s e n t s a r o l e , i t i s known what t h e 
f u n c t i o n and purpose o f t h e r o l e i s . The statement r e f l e c t s 
t h e need f o r t e a c h e r s t o have an overview o f t h e whole 
c u r r i c u l u m , so t h a t s i t e s f o r v a r i o u s c u r r i c u l u m areas may be 
i d e n t i f i e d by t h e t e a c h e r s as t h e p r o j e c t p r o gresses. Some o f 
t h i s can be p r e - p l a n n e d , b u t t o p r e - p l a n a l l s i t e s would deny 
t h e c r e a t i v e o p p o r t u n i t i e s which emerge from t h e c h i l d r e n ' s 
response t o t h e P r o j e c t . 
Q u e s t i o n i n g s k i l l s a r e a l s o i m p o r t a n t here, as a means o f 
d r i v i n g t h e c h i l d r e n t o w a r d p o t e n t i a l engagement a t t h e l e v e l 
o f m o t i v a t i o n . 
" I f e e l t h a t most o f t h e s t u d e n t s are b e n e f i t t i n g from t h e 
p r o j e c t b u t I s t i l l f i n d i t d i f f i c u l t t o c o n t i n u e when a l l o f 
t h e s t u d e n t s a r e n o t ' w i t h me'." 
" D i s c i p l i n i n g w h i l e i n r o l e i s d i f f i c u l t . I'm always s t r i v i n g 
t o r e a c t as t h e r o l e would i n a s i t u a t i o n . " 
143 
When t e a c h e r s s t a r t t o work i n - r o l e t h e y f a c e t h e problem o f 
f o c u s i n g and c o n t r o l s t r a t e g i e s , j u s t as t h e y do i n t h e 
r e g u l a r classroom. However, t h i s i s b e s t done i n r o l e , as 
opposed t o s t o p p i n g and d r o p p i n g t h e r o l e . I f t h e t e a c h e r 
c o n c e p t u a l i z e s t h e i n - r o l e c o n v e n t i o n as a c t i n g o r 
performance, i t demonstrates t h a t t h e t e a c h e r has n o t y e t 
grasped t h a t w o r k i n g i n r o l e does not mean t h a t she i s no 
l o n g e r t e a c h e r . Rather she i s t e a c h i n g t h r o u g h t h e r o l e , and 
i s t h e r e f o r e a b l e t o c a r r y o u t f o c u s i n g and c o n t r o l s t r a t e g i e s 
t h r o u g h t h e r o l e . 
Management. 
"Dry r u n s a r e i m p o r t a n t i f we want t h e sessions w i t h t h e k i d s 
t o r u n smoothly. I know we c a n ' t p r e d i c t what t h e k i d s are 
g o i n g t o say and do a l l t h e t i m e , b u t we can p r e d i c t some o f 
i t . " 
I n d i c a t e s t h a t t e a c h e r s see t h e p r e p a r a t i o n phases o f t h e 
p r o j e c t as necessary, and an acceptance t h a t what c h i l d r e n 
w i l l c o n t r i b u t e i s i m p o r t a n t t o t h e work. I n t h i s sense, more 
p r e d i c t i v e p l a n n i n g a c t i v i t y emerged a t t h i s p o i n t . 
" I d o n ' t f e e l t h e r e ' s enough t i m e between ses s i o n s t o p r o p e r l y 
p r e p a r e m y s e l f f o r t h e n e x t s e s s i o n . I f i n d t h i s v e r y 
f r u s t r a t i n g . " 
Teachers f e l t t h a t t h e p r o j e c t r e q u i r e d a l o t o f p r e p a r a t i o n 
work on t h e i r p a r t . T h i s r e s u l t e d from t h e i n c r e a s i n g pace o f 
t h e p r o j e c t , as t h e c h i l d r e n c r e a t e d more work t h a n t e a c h e r s 
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ex p e c t e d , and r e s o u r c e s needed t o be g a t h e r e d and/or 
s p e c i a l i z e d by t h e t e a c h e r s . 
" H a n d l i n g ' d i s c i p l i n e ' w i t h i n t h e p r o j e c t i s s t i l l a concern. 
What t o do w i t h t h e c h i l d you f e e l i s never i n r o l e . " 
T h i s s t a t e m e n t r e v e a l s t h e t e a c h e r ' s concern over t h e 
c h i l d r e n ' s a b i l i t y t o e n t e r i n t o r o l e o r mantle o f t h e e x p e r t . 
Secondly, what one does i f one f e e l s a c h i l d i s n o t i n r o l e 
( o r w o r k i n g i n t h e mantle o f t h e e x p e r t ) i s , n o t t o judge t o o 
q u i c k l y , t o observe, and, t h e n t o r e f l e c t . 
"More t i m e needed on p r e - p l a n n i n g t h e o v e r a l l c u r r i c u l u m . 
A l s o how t o a l l o t t h e t i m e . " 
The t e a c h e r s b e g i n t o r e a l i z e t h e importance o f an overview o f 
t h e whole c u r r i c u l u m , i n o r d e r t h a t c u r r i c u l u m areas can be 
s i t e d on t h e P r o j e c t as i t develops. 
"When and how t o i n t e r v e n e i n p u p i l c o r r e c t i o n s d u r i n g w r i t t e n 
assignments." 
The t e a c h e r s need t o work as much as p o s s i b l e w i t h i n t h e 
c o n t e x t o f t h e drama and u t i l i z e t h e r o l e s ( f o r example when 
w r i t i n g t o Mendoza), as a means o f c r e a t i n g m o t i v a t i o n and 
i n v e s t m e n t i n t h e w r i t i n g a c t i v i t y . For example, " I wonder i f 
Mendoza w i l l know what we mean by t h a t ? " 
I n t e r v e n t i o n s can be f a c i l i t a t e d t h r o u g h t h e r o l e s t h e 
t e a c h e r s t a k e as p a r t o f t h e e x p e d i t i o n team, so t h a t , h a v i n g 
t a k e n a r o l e o f l e s s e r s t a t u s , t h e t e a c h e r s can wonder, and 
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p l a y t h e ' I d o n ' t know' r o l e . There i s a l s o a sense here, and 
i n d e e d , t h e r e s e a r c h e r observed t h i s i n t h e classroom, t h a t 
t e a c h e r s s t i l l f e l t t h e need t o be ' t e a c h i n g ' a l l t h e t i m e . 
T h i s l e a d t o numerous i n t e r v e n t i o n s by t e a c h e r s . The 
r e s e a r c h e r a t t e m p t e d t o g e t t e a c h e r s t o g i v e t h e c h i l d r e n more 
t i m e t o work on t h e i r own. Indeed, on one o c c a s i o n , as a 
c h i l d w r o t e o u t a b r e a k f a s t menu o f "moose", t h e t e a c h e r 
i n t e r v e n t i o n l e a d t h e c h i l d t o c r o s s o u t h i s i d e a and r e p l a c e 
i t w i t h t h e t e a c h e r ' s i d e a o f "eggs" f o r b r e a k f a s t . Such 
i n t e r v e n t i o n was d i s c o u r a g e d by t h e r e s e a r c h e r , as he observed 
c l a s s r o o m work, t o d i v e r t t e a c h e r s from t a k i n g ownership o f 
t h e work from t h e c h i l d . The q u e s t i o n o f " g e t t i n g i t r i g h t " 
i s l e s s a p r i o r i t y t h a n c h i l d r e n d o i n g t h e i r own work. 
"Time management - e s p e c i a l l y a f t e r i n d i v i d u a l assignments 
w i t h i n t h e p r o j e c t a r e chosen." 
Time management can be c a r r i e d o u t e x t e r n a l l y , t h r o u g h t h e 
communications r e c e i v e d from Mendoza. T h i s a l l o w s Mendoza 
( t h e t e a c h e r i n r o l e ) t o communicate t o i n d i v i d u a l c h i l d r e n , 
t o comment on t h e i r work, s e t d e a d l i n e s and d i s t r i b u t e t a s k s 
around t h e group. 
There i s a l s o a r e f l e c t i o n here o f t h e sheer amount o f 
i n t e r e s t g e n e r a t e d , and t h e e x t e n t o f c h i l d r e n ' s p l a n n i n g 
work. Teachers sometimes f e l t i t was g o i n g on t o o l o n g , even 
thou g h c h i l d r e n were h i g h l y m o t i v a t e d and engaged. 
"The p r o j e c t i t s e l f i s e x c e l l e n t , and has many o p p o r t u n i t i e s 
f o r i n c i d e n t a l l e a r n i n g which need t o be a c t e d upon. But t h i s 
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means t h e p r o j e c t can be dragged o u t over a l o n g p e r i o d , 
perhaps t o o l o n g . " 
T h i s s t a t e m e n t shows how t e a c h e r s saw i n c i d e n t a l l e a r n i n g 
d i f f e r e n t l y as t h e P r o j e c t developed. The " p l a y f o r t h e 
c h i l d r e n " was t h e c o n s t r u c t i o n o f a d e t a i l e d e x p e d i t i o n t o 
Labrador. The " p l a y f o r t h e t e a c h e r s " was c o v e r i n g t h e 
v a r i o u s c u r r i c u l u m areas shown i n Appendix 2. These two 
" p l a y s " were b r o u g h t t o g e t h e r , i n congruence, t h r o u g h t h e 
d r a m a t i c f i c t i o n , t h e t h i r d s i t u a t i o n . 
I f t h e work goes on t o o l o n g , b o t h c h i l d r e n and t e a c h e r s w i l l 
know. M o n i t o r i n g t h e p r o g r e s s o f t h e work i s necessary and 
t h e c h a l l e n g e s b r o u g h t by t h e drama must be k e p t i n fo c u s . 
"How t o m o n i t o r what's g o i n g on, on stage ( w o r k i n g i n r o l e ) . 
When t o e n t e r . " 
T h i s s t a t e m e n t a g a i n shows t h e c o n c e p t i o n o f t h e t e a c h e r - i n -
r o l e as a c t i n g . One t e a c h e r was t h i n k i n g , "How can I m o n i t o r 
what i s g o i n g on i f I am supposed t o be Natana?" T h i s 
demonstrates t h a t t h e t e a c h e r i s s t i l l t h i n k i n g o n l y o f t h e 
r o l e as opposed t o t h e r o l e as a v e h i c l e t h r o u g h which t o 
t e a c h . 
When t o e n t e r r e q u i r e s t h a t t e a c h e r s r e c o g n i z e moments o f 
t e n s i o n , c o n f l i c t , o f s i l e n c e o r s t i l l n e s s . The o b j e c t i v e i s 
t o e n t e r i n t o t h a t moment. G e n e r a l l y , p o i n t s o f e n t r y were 
fo u n d d i f f i c u l t , because t e a c h e r s needed t i m e t o i d e n t i f y 
u s e f u l moments, l a c k i n g e x p e r i e n c e i n t h i s . 
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"How t o g e t a t t e n t i o n o f a l l concerned." 
A t t e n t i o n f o c u s i n g i s a problem p a r t i c u l a r t o t h e c o n t e x t o f 
deaf e d u c a t i o n . T h i s would be t h e case whether i n t h e P r o j e c t 
o r r e g u l a r classroom. Teachers need t o focus v i s u a l a t t e n t i o n , 
and t h i s i s o f t e n d i f f i c u l t i n a group c o n t e x t . However, i n 
r o l e , t h e use o f costume, d r a m a t i c s e t t i n g ( e n v i r o n m e n t ) , t h e 
use o f l i g h t e d work areas i n t h e t h e a t r e , and o b j e c t s i n t h e 
d r a m a t i c environment, enabled a much s t r o n g e r f o c u s i n g o f t h e 
group. 
"Should we have equ a l i n s t r u c t i o n t i m e on s u b j e c t s we are 
r e s p o n s i b l e f o r ? " 
The t e a c h e r s were concerned t h a t t h e y would l o s e s i g h t o f t h e 
c u r r i c u l u m most o f t h e way t h r o u g h t h e P r o j e c t . They f e l t , 
f o r example, t h a t because t h e y were d o i n g t h e P r o j e c t , t h e y 
c o u l d n o t do e x t r a s e s s i o n s on Mathematics. However, t h i s i s 
n o t so, and t e a c h e r s d i d i n t r o d u c e sessions o u t s i d e o f t h e 
P r o j e c t where Math work needed t o be done i n o r d e r f o r t h e 
P r o j e c t work t o c o n t i n u e . 
"Resource Center n o t used e f f e c t i v e l y . " 
Resource Based L e a r n i n g P h i l o s o p h y was n o t b e i n g implemented 
i n t h e s c h o o l a t t h i s t i m e . However, t h e t e a c h e r s r e c o g n i z e 
t h e v a l u e such an approach c o u l d have i n f u t u r e P r o j e c t s . 
"Christmas i s coming on and I f e e l l i k e t h e r e a r e n o t enough 
ho u r s i n t h e day. I r e a l l y want t h i s p r o j e c t t o work b u t I'm 
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a f r a i d I ' l l be d e f e a t e d b e f o r e I s t a r t . Can I cope w i t h a l l 
t h e work." 
The p r e p a r a t i o n phase, t h e i m p l e m e n t a t i o n p l a n , r e q u i r e d a 
g r e a t d e a l o f t i m e and demanded much work on t h e p a r t o f 
t e a c h e r s . New s k i l l s needed t o be developed, such as t h e 
t e a c h e r - i n - r o l e , and new knowledge developed. Teachers 
commented on t h e i r r o l e s as e x t r a - c u r r i c u l a r a c t i v i t y l e a d e r s , 
committee members and so on. 
" I am concerned t h a t we can cope w i t h t h e magnitude o f t h e 
p r o j e c t . I b e l i e v e t h a t we can cope w i t h i t b u t I worry 
about: p h y s i c a l space, t h e t i m e needed t o p r e p a r e m a t e r i a l s , 
t h e energy I w i l l need t o c a r r y m y s e l f and t h e s t u d e n t s 
t h r o u g h t h e program." 
I t i s c l e a r t o w a r d t h e end o f t h e p l a n n i n g , and t h r o u g h t h e 
i m p l e m e n t a t i o n o f The Labrador P r o j e c t , t h e t e a c h e r s ' 
c o n c e p t i o n o f drama had changed s u b s t a n t i a l l y . Teachers began 
t o f e e l more c o m f o r t a b l e w i t h t h e n o t i o n t h a t t h e drama 
P r o j e c t would l a s t f o r a number o f weeks. 
Consequence. 
"The need f o r v e r y good c o n t r a c t s as t h i s i s t h e f i r s t 
e x p e r i e n c e f o r t h e s e s t u d e n t s . " 
The i m p o r t a n c e o f c l a r i t y , honesty and t r u t h , i n making 
c o n t r a c t s w i t h c h i l d r e n t o e n t e r i n t o f i c t i o n , i s grasped by 
t h e t e a c h e r s . When c h i l d r e n t e s t e d t h e t e a c h e r - i n - r o l e 
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s a y i n g , " I t ' s r e a l l y Miss", t e a c h e r s e v e n t u a l l y acknowledged 
t h e c h i l d was c o r r e c t , t h e n asked, " I s i t O.K. i f I p r e t e n d t o 
be Mendoza?", t o which t h e c h i l d r e n r e p l i e d i n t h e 
a f f i r m a t i v e . P r e v i o u s l y , t e a c h e r s had f e l t g r e a t r i s k , when 
t h e r e s e a r c h e r suggested c h i l d r e n m i g h t w e l l need t o t e s t t h e 
r e a l i t y , and had suggested t h a t t h e y would n o t know what t o do 
i f a c h i l d c h a l l e n g e d them i n r o l e . I n p r a c t i c e / p r e p a r a t i o n 
s e s s i o n s , t e a c h e r s w o r k i n g i n r o l e , c h a l l e n g e d by t h e 
r e s e a r c h e r , t r i e d t o c o n t i n u e i n r o l e , r a t h e r t h a n t o 
acknowledge t h e t r u t h , and t h e r e b y opened themselves t o 
m y s t i f y i n g t h e c h i l d r e n . Does t h i s means t h a t t h e t e a c h e r s 
f e l t t h a t t h e c h i l d r e n would n o t p r e t e n d o r e n t e r i n t o a 
complex c o n t r a c t w i t h t h e te a c h e r ? The r e s e a r c h e r b e l i e v e s i t 
does c o n f i r m t h a t . 
"The a b i l i t y f o r t h e s t u d e n t s t o accept t h e same t e a c h e r i n 
two r o l e s . " 
The c h i l d r e n w i l l a ccept t h e t e a c h e r i n two r o l e s , i f t h e 
t e a c h e r s i g n a l s t h o s e two r o l e s c l e a r l y enough, and h e l p s t h e 
c h i l d r e n , as s t a t e d above, t o l e a r n t h e c o n t r a c t . The 
t e a c h e r s w o r r y whether t h e c h i l d r e n w i l l be a b l e t o accept 
them i n r o l e . 
"The s t u d e n t s ' a b i l i t y t o a t t e n d t o t h e frame, n o t me as 
t e a c h e r o b s e r v e r . " 
" I f e e l t h a t most o f t h e s t u d e n t s are b e n e f i t t i n g from t h e 
P r o j e c t . " 
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When a t e a c h e r i s o b s e r v i n g , w h i l e a n o t h e r i s i n r o l e , t h e 
o b s e r v i n g t e a c h e r needs t o s i g n a l t o t h e c h i l d r e n t h a t she i s 
n o t t e a c h e r , b u t a member o f t h e e x p e d i t i o n team, l i k e t h e 
c h i l d r e n themselves. I n e a r l y phases o f t h e d r a m a t i c 
e n c o u n t e r s , c h i l d r e n would t u r n t o t h e o b s e r v i n g t e a c h e r f o r 
h e l p , w h i c h t e a c h e r s u c c e s s f u l l y r e f u s e d t o g i v e . Being i n 
r o l e as a team member he l p e d them t o do t h i s , as t h e y c o u l d 
r e p l y t o t h e c h i l d , " I am n o t s u r e " , o r " I j u s t don't know!" 
" A d a p t i n g t h e m a t e r i a l t o t h e age and m a t u r i t y f o r t h e 
c h i l d r e n i n v o l v e d . " 
Some language o f documents, used i n The Labrador P r o j e c t , 
needed t o be s p e c i a l i z e d . However, t h e prime i s s u e o f t h e 
P r o j e c t ( l a n d r i g h t s ) was a c c e s s i b l e t h r o u g h t h e d r a m a t i c 
e n c o u n t e r s w i t h Natana. The Land Lease document was e x p l o r e d 
b o t h i n t h e classroom and w i t h Natana ( t e a c h e r - i n - r o l e ) i n t h e 
d r a m a t i c e n c o u n t e r s w i t h h er. 
"How t o i n f o r m and i n v o l v e p a r e n t s i n t h e p r o j e c t . I o f t e n 
f e e l because t h e c h i l d r e n have n o t h i n g , i . e . "paper work" t o 
t a k e home, t h a t t h e p a r e n t s r e c e i v e no i n p u t r e g a r d i n g t h e 
c h i l d r e n ' s a c t i v i t i e s and l e a r n i n g . " 
T h i s s t a t e m e n t appears e i g h t t o t e n days a f t e r t h e P r o j e c t 
began. N o r m a l l y , t e a c h e r s would have been sending home 
work s h e e t s and home s c h o o l books. However t h i s was n o t what 
was b e i n g c r e a t e d d u r i n g t h e P r o j e c t , r a t h e r t h e d e t a i l e d 
p l a n n i n g o f t h e e x p e d i t i o n t o t h e Labrador. 
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"What way t o e v a l u a t e t h e p u p i l ' s work t o i n f o r m p a r e n t s . " 
"When and how t o i n t e r v e n e i n p u p i l c o r r e c t i o n s d u r i n g w r i t t e n 
a ssignments." 
The r e s e a r c h e r proposed t h a t t e a c h e r s use t h e i r normal 
e v a l u a t i o n methods, as t h e drama-as-method approach i s d r i v e n 
by c u r r i c u l u m areas o t h e r t h a n a drama c u r r i c u l u m . 
" C h i l d r e n need t o have a need t o r e s e a r c h , w r i t e and read. 
The P r o j e c t adds m o t i v a t i o n and l e a r n i n g i s m e a n i n g f u l . " 
The t e a c h e r s ' g r o w i n g awareness o f t h e m o t i v a t i o n l e v e l s t h e 
drama i s b r i n g i n g i s c l e a r t o t h e t e a c h e r s . 
" C h i l d r e n must have r e a d i n g a b i l i t y t o do t h e r e s e a r c h o r 
t e a c h e r must p r e p a r e notes f o r c h i l d r e n t o r e s e a r c h from. I 
d o n ' t mind, b u t some t e a c h e r s may be u n w i l l i n g t o p u t i n t h i s 
much t i m e . " 
The problem o f r e a d i n g a b i l i t i e s n e c e s s i t a t e s r e s e a r c h 
m a t e r i a l ( i n t h e l i b r a r y o r t e a c h e r s resources) be w e l l chosen 
(as t h e s e t e a c h e r s are w e l l aware). However, because t h e 
c h i l d r e n a r e r e a c h i n g w e l l beyond t e a c h e r e x p e c t a t i o n s , and 
beyond grade l e v e l , t e a c h e r s needed t o a d j u s t m a t e r i a l s t o 
e n a b l e c h i l d r e n t o access them. T h i s c r e a t e d more t e a c h e r 
p r e p a r a t i o n work, u s i n g m a t e r i a l from grades above t h e 
c h i l d r e n . 
" T r a d i t i o n a l t e a c h i n g v e r s u s I n t e g r a t e d c u r r i c u l u m . C h i l d r e n 
need t i m e t o become used t o I n t e g r a t e d c u r r i c u l u m . Some 
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C h i l d r e n r e s i s t because i t e n t a i l s them h a v i n g t o t h i n k f o r 
themselves w i t h o u t t e a c h e r d i r e c t i o n . I t ' s h a r d a t f i r s t t o 
g e t c h i l d r e n t o u n d e r s t a n d what i s expected o f them." 
Change i s e x p e r i e n c e d by b o t h t e a c h e r and c h i l d r e n . The 
s t a t e m e n t r e s o n a t e s w i t h t h e r i s k and r e s i s t a n c e o f b o t h 
t e a c h e r s and c h i l d r e n . As t e a c h e r s reduced t h e i r s t a t u s 
( t h r o u g h r o l e and o r i e n t a t i o n ) , t h e c h i l d r e n demanded t h e y 
p l a y " t e a c h e r " . T h i s r e s i s t a n c e was a l s o e v i d e n t as t e a c h e r s 
s t a r t e d t o use more i n q u i r y t y p e q u e s t i o n s . 
"The problem o f , 'Real i s i t ? ' , 'Are we r e a l l y going?' I f we 
t e a c h about a p l a c e t h a t i s n ' t r e a l , t h e n we won't be t e a c h i n g 
them what's i n t h e book." 
Mendoza's announcement, t h a t t h e e x p e d i t i o n would be f i n a n c e d , 
f e l t r e a l , as t h e drama f e l t r e a l . The c h i l d r e n t e s t e d t h i s 
r e a l i t y o f t e n i n t h e e a r l y s t a g e s , and t h i s concerned t h e 
t e a c h e r s who needed t o be reminded t h a t t h i s t e s t i n g was a 
l e a r n i n g e x p e r i e n c e f o r t h e c h i l d r e n as t h e y developed t h e i r 
u n d e r s t a n d i n g o f t h e c o n v e n t i o n s a t work. Rather t h a n seeing 
t h e c h i l d r e n l e a r n i n g , t e a c h e r s o f t e n f e l t t h e drama was n o t 
w o r k i n g because t h e c h i l d r e n were n o t a c c e p t i n g them i n r o l e . 
The second p a r t o f t h i s s t a t e m e n t shows t h e t e a c h e r s are 
a f r a i d o f n o t c o v e r i n g e x a c t l y what i s i n t h e t e x t b o o k . They 
a r e f a i l i n g t o see t h e r i c h c o n t e x t o f t h e drama P r o j e c t , o u t 
o f w h i c h f a r more t h a n t h e c o n t e n t o f t h e t e x t b o o k w i l l 
emerge. The t r a n s m i s s i o n o r i e n t a t i o n goes v e r y deep, and t h e 
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c o n s t a n t f e a r o f n o t d o i n g what one i s supposed t o be do i n g i s 
eve r p r e s e n t f o r some t e a c h e r s . 
"The drama i s p o w e r f u l . How t o use i t s a f e l y . " 
Teachers e x p e r i e n c e d c h i l d r e n e m o t i o n a l l y i n v o l v e d , c l e a r l y a 
new e x p e r i e n c e f o r t h e t e a c h e r s . I t was so new t h a t t e a c h e r s 
became concerned f o r t h e c h i l d r e n , as t h e y demonstrated 
e m o t i o n a l engagment w i t h t h e drama. Teachers were s u r p r i s e d 
a t t h e a f f e c t i v e engagement o f t h e c h i l d r e n , and accompanying 
e m o t i o n a l e x p r e s s i o n . They had n o t seen t h e i r c h i l d r e n t h i s 
way b e f o r e , because so l i t t l e seemed t o be asked o f c h i l d r e n 
i n f e e l i n g ways p r i o r t o t h e P r o j e c t . 
" I s t e a c h e r one and t h e same t o them? L i k e , t e a c h e r i s p r e -
o c c u p i e d w i t h something o u t s i d e my w o r l d (when i n r o l e ) ? " 
The t e a c h e r - i n r o l e i s t o t a l l y o ccupied w i t h t h e f i c t i o n t h e 
c h i l d r e n a r e a p a r t o f as p a r t i c i p a n t s . Indeed, because 
t e a c h e r and c h i l d r e n a re i n v o l v e d t o g e t h e r i n t h e f i c t i o n , 
b o t h a r e p r e - o c c u p i e d w i t h t h e same w o r l d , however, n o t i n t h e 
same way. 
"Do t e a c h e r s i n r o l e become classroom t e a c h e r s o n l y , a t 
t i m e s ? " 
There a r e t i m e s when t h e t e a c h e r needs t o t e a c h something 
d i r e c t l y . As has been s t a t e d , some areas o f t h e Mathematics 
work needed t o be done t h i s way. As t h e P r o j e c t developed, 
t e a c h e r s began t o f e e l a b l e t o move i n t o r o l e and o u t aga i n as 
t h e y needed t o . 
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" O f t e n f e l t I am n e g l e c t i n g s u b j e c t s r e s p o n s i b l e f o r as 
P r o j e c t p r o g r e s s e d . " 
Though a l l c u r r i c u l u m areas are covered i n t h e P r o j e c t , some 
t e a c h e r s f e l t t h a t t h e y were s t i l l n e g l e c t i n g s u b j e c t s . 
Indeed, t h e y were n e g l e c t i n g s u b j e c t s , by c o v e r i n g c u r r i c u l u m 
h o l i s t i c a l l y . The f e a r o f n o t c o v e r i n g t h e c u r r i c u l u m as 
d e f i n e d e a r l i e r , was v e r y s t r o n g indeed, even when teaches saw 
t h a t t h e c u r r i c u l u m areas were emerging s t r o n g l y i n t h e 
p r o j e c t . 
" C o o p e r a t i o n i s v e r y i m p o r t a n t i n t h i s work and i t shows here. 
( C h i l d r e n w o r k i n g t o g e t h e r . ) " 
" I saw c h i l d r e n p a i r themselves up i n a s t r a n g e way today. I t 
s u r p r i s e d me who teamed up w i t h whom...it i s d e f i n i t e l y a 
m a t t e r o f m i x i n g up - v e r y deaf w i t h h a r d o f h e a r i n g . " 
The s t r u c t u r e o f The Labrador P r o j e c t demands c h i l d r e n and 
t e a c h e r s work t o g e t h e r , as t h e most a p p r o p r i a t e l e a r n i n g s t y l e 
i n drama i s group based. C h i l d r e n w o r k i n g t o g e t h e r s u r p r i s e d 
t h e t e a c h e r s , perhaps because t h e y had never asked them t o 
work t o g e t h e r b e f o r e w i t h a shared t a s k and common purpose. 
The m o t i v a t i o n o f t h e drama b r o u g h t t h e group t o g e t h e r . 
"What i f i n t h e n e x t grade t h e c h i l d r e n t u r n up t a l k i n g about 
f i c t i t i o u s t h i n g s ? " 
T h i s c o n t i n u i n g concern shows t h a t t h e t e a c h e r has n o t y e t 
grasped t h e v a l u e o r w o r k i n g i n f i c t i o n . I t echoes t h e f e a r 
o f n o t d e a l i n g w i t h t h e r e a l i t y o f t h e t e x t b o o k . I f t h e 
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c h i l d r e n do t a l k about f i c t i t i o u s t h i n g s i n t h e n e x t grade, we 
w i l l have f a i l e d . U sing drama does n o t mean l e a v i n g c h i l d r e n 
i n f i c t i o n , as t h e r e t u r n t o r e a l i t y i s a most i m p o r t a n t phase 
o f drama work, i n which we can r e f l e c t on t h e r e a l w o r l d 
s t a n d i n g on t h e s h o u l d e r s o f t h e drama e x p e r i e n c e . 
The t e a c h e r concern a l s o r e f l e c t s t h e need t o c o r r e c t 
m i s c o n c e p t i o n s , and make sure c h i l d r e n g e t t h i n g s r i g h t . 
There i s l i t t l e room i n such an approach f o r c h i l d r e n t o 
e x p l o r e and exp e r i m e n t , as i n t h e drama p r o j e c t . 
"How w i l l t h e c h i l d r e n r e a c t t o l e s s t e a c h e r d i r e c t e d 
a c t i v i t i e s . W i l l X and Y be c o n f i d e n t enough t o a t t e m p t 
t h i n g s on t h e i r own? I t s h o u l d be i n t e r e s t i n g t o see them i n 
a c t i o n . I'm r e a l l y l o o k i n g f o r w a r d t o how t h e i n d i v i d u a l 
s t u d e n t s respond t o v a r i o u s t e a c h i n g methods." 
T h i s s t a t e m e n t shows concern f o r i n d i v i d u a l c h i l d r e n 
i d e n t i f i e d , as h a v i n g p o t e n t i a l d i f f i c u l t y i f asked t o work on 
t h e i r own. The t e a c h e r i s much more p o s i t i v e however, as she 
expresses e x c i t e m e n t a t t h e p o s s i b l e experiences f o r c h i l d r e n 
i n t h e P r o j e c t . 
" I had an i n t e r e s t i n g e x p e r i e n c e today. I p l a y e d a matching 
game w i t h some math terms. When we f i n i s h e d t h e a c t i v i t y , t h e 
k i d s asked, 'When a r e we g o i n g t o do math'?" 
Teachers b e g i n t o see t h e c h i l d r e n ask s i m i l a r q u e s t i o n s as 
asked a t t h e end o f t h e P r o j e c t which l a s t e d s i x weeks, "Do we 
have t o s t a r t s c h o o l now?" 
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"How e a s i l y some o f t h e c h i l d r e n s l i p i n t o r o l e ! " 
Though t e a c h e r s grasped t h e c o n v e n t i o n o f r o l e i n t e l l e c t u a l l y , 
i t needs t h e c o n c r e t e evidence, b e f o r e t h e t e a c h e r s ' eyes, 
b e f o r e b e l i e f i s p o s s i b l e . 
" I t h i n k t h e a n e c d o t a l p r o f i l e w i l l be a good t o o l t o use as 
f a r as e v a l u a t i o n s go. The ' S p e c i a l I n t e r e s t s and Needs' 
s e c t i o n can r e a l l y be a p l a c e t o show t h e p o s i t i v e s t r i d e s t h e 
c h i l d r e n w i l l make d u r i n g t h i s t i m e . " 
"There i s a p o s i t i v e s i d e t o every c h i l d and I'm hoping t h e 
p r o j e c t w i l l r e i n f o r c e t h i s . The k i d s themselves need t o f e e l 
more s e l f - c o n f i d e n c e t h a n t h e y n o r m a l l y do." 
Teachers b e g i n t o see e v a l u a t i o n d i f f e r e n t l y , w a n t i n g t o 
r e c o r d t h e p e r s o n a l developments o f t h e c h i l d r e n . I n s e c t i o n 
t h r e e o f t h e d a t a , t e a c h e r s r e g r e t n o t keeping t h e i n d i v i d u a l 
p r o f i l e s o f c h i l d r e n t h e r e s e a r c h e r suggested. How can one 
co n v i n c e t e a c h e r s t o do so, when t h e y have n o t seen c h i l d r e n 
w o r k i n g t h i s way b e f o r e ? 
"There i s a q u e s t i o n i n my mind as t o whether t h i s t y p e o f 
work i s as b e n e f i c i a l t o them, and whether t h e y would achieve 
h i g h e r i f I go t h e o l d way, and you know, do t h e p h o n e t i c t y p e 
t h i n g , a r e a d i n g r e a d i n e s s t y p e o f a c t i v i t y i n t h e classroom, 
so t h a t when t h e y a r e f a c e d w i t h a t e s t , p r e s e n t e d i n t h a t 
way...they may n o t ac h i e v e as w e l l on such t e s t s t h i s way." 
T h i s s t a t e m e n t shows t h a t t h e t e a c h e r does n o t y e t b e l i e v e 
t h a t t h e c h i l d r e n w i l l l e a r n e f f e c t i v e l y i n t h i s i n n o v a t i o n o f 
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drama-as-method. The t e a c h e r i s c l e a r l y used t o t e a c h i n g t o 
t h e t e x t i n a t e l l i n g mode, and b e l i e v e s t h a t t h e c h i l d r e n 
w i l l l e a r n i f t h e y a r e t o l d . The s t a t e m e n t a l s o r e v e a l s t h a t 
t h e t e a c h e r does n o t b e l i e v e t h a t t h e c h i l d r e n have l e a r n e d 
( i n t h e P r o j e c t ) what i s i n t h e c u r r i c u l u m , f e a r i n g t h a t 
b e i n g f a c e d w i t h a t e s t o f t h e i r knowledge gain e d d u r i n g t h e 
P r o j e c t , t h e y would f a i l . Though t h e c h i l d r e n c r e a t e d work o f 
v a s t q u a n t i t y and o f h i g h q u a l i t y , t h e t e a c h e r had these f e a r s 
s t i l l . 
"Some c h i l d r e n , due t o a number o f f a c t o r s , language, 
m o t i v a t i o n , i n t e l l i g e n c e , m a t u r i t y , g a i n a l o t more t h a n 
o t h e r s do. The c h i l d r e n who don't g a i n as much, who s i t back, 
a r e a t t i m e s i n danger o f b e i n g ' l o s t i n t h e crowd'. I t i s 
i m p o r t a n t t h a t t h e t e a c h e r i n v o l v e t h e c h i l d r e n d i r e c t l y i n 
d i a l o g u e o r t h e s e c h i l d r e n w i l l be o v e r l o o k e d and t h e more 
a b l e c h i l d r e n t a k e over." 
The most s i g n i f i c a n t f a c t o r i n t h i s s tatement i s t h a t deafness 
i s m i s s i n g . The t e a c h e r s speak t o language, m o t i v a t i o n , 
i n t e l l i g e n c e and m a t u r i t y . Secondly, t h e s t a t e m e n t accepts i t 
i s d i a l o g u e i n t o which t h e c h i l d r e n s h o u l d be engaged, and 
t h a t a l l v o i c e s s h o u l d be "heard". I n c r e a s e d s t r u c t u r i n g f o r 
d i a l o g u e t h r o u g h t h e drama, has i n c r e a s e d t h e p r o f i l e o f 
d i a l o g u e f o r t h e t e a c h e r s . 
C o l l a b o r a t i o n . 
" T h i s p r o j e c t we planned week by week. I p r e f e r an overview 
o f t h e whole p r o j e c t which can be a d j u s t e d as we proceed." 
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T h i s s t a t e m e n t c o n f i r m s a g a i n t h e v a l u e o f t h e overview o f t h e 
whole c u r r i c u l u m . A t t h i s s t a g e , r e f l e c t i v e comments by t h e 
t e a c h e r s c o n f i r m t h i s r e a l i z a t i o n . 
"More d i s c u s s i o n needed between t e a c h e r s concerned as t o what 
p o s s i b l e outcomes t o be r e a l i z e d i n t h e 'drama s e s s i o n s ' . " 
As t h e P r o j e c t p r o g r e s s e s toward t h e end, t e a c h e r s r e a l i z e d 
t h e v a l u e o f t h e d r a m a t i c encounters as phases where 
i n f o r m a t i o n , c h a l l e n g e s and demands c o u l d be focused. The 
s t a t e m e n t a l s o demonstrates an i n c r e a s e i n c o l l a b o r a t i o n 
between t e a c h e r s so t h a t t h e phases o f t h e P r o j e c t , between 
cl a s s r o o m p l a n n i n g and problem s o l v i n g , and d r a m a t i c 
e n c o u n t e r s w i t h Natana and Mendoza, c o u l d be i n t e g r a t e d more 
e f f e c t i v e l y . 
"What t o do when team t e a c h e r s ' p h i l o s o p h i e s d i f f e r . T h i s 
s h o u l d be a p a r t o f t h e p r e - p l a n n i n g f o r t h e whole p r o j e c t . " 
Through t h e P r o j e c t , t h e team t e a c h i n g s i t u a t i o n r e v e a l e d 
d i f f e r e n c e s between t e a c h e r s which had t o be r a t i o n a l i z e d and 
f a c i l i t a t e d , o f t e n by t h e r e s e a r c h e r . 
" P r o b l e m s / f e e l i n g s / a t t i t u d e s o f t h e r e s t o f t h e s t a f f . I j u s t 
w i s h t h e y would t e l l us what t h e y r e a l l y t h i n k , o r , i f t h i s i s 
n o t what i s wanted a t t h e s c h o o l , t h e a d m i n i s t r a t i o n needs t o 
c l a r i f y t h i s . " 
The t e a c h e r s o f t e n f e l t a t r i s k i n c a r r y i n g o u t t h e work 
because o f o t h e r t e a c h e r s ' q u e s t i o n s and comments about t h e 
P r o j e c t . More i m p o r t a n t l y , t h e P r i n c i p a l and V i c e P r i n c i p a l 
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d i d n o t i n v o l v e themselves i n t h e p r o j e c t by v i s i t i n g t h e 
t e a c h e r s as t h e y worked and g i v i n g them feedback. The 
t e a c h e r s o b v i o u s l y f e l t such feedback and s u p p o r t was needed 
fr o m t h e s e r o l e s a t t h e s c h o o l . A l s o , c u r r i c u l u m development 
i s n o t seen as a r e s p o n s i b i l i t y o f t h e P r i n c i p a l o r V i c e 
P r i n c i p a l and t e a c h e r s o f t e n f e l t t h e y were d o i n g something 
t h a t was n o t s a n c t i o n e d by them. T h i s c l e a r l y shows t h e need 
f o r a d m i n i s t r a t o r s t o be i n v o l v e d i n i n n o v a t i o n s , and a l s o 
t h a t t h e i n t r o d u c t i o n o f a new method goes beyond t h e 
t e a c h e r s ' classroom concerns. 
"Need t o be o r g a n i z e d so t h a t t h i n g s r u n q u i c k l y - drama-
research-drama-research, e t c . " 
As t h e P r o j e c t developed, t e a c h e r s became c o m f o r t a b l e and 
wanted t o ensure t h a t any l a p s e s i n t h e P r o j e c t phases were 
e r a d i c a t e d . O f t e n , o t h e r events i n t e r r u p t e d t h e f l o w o f t h e 
P r o j e c t , and t e a c h e r s wanted t o m a i n t a i n pace and t h e 
p r o m o t i o n o f t h e P r o j e c t e f f i c i e n t l y . 
"We must keep a word l i s t o f t h e words t h e y r e q u e s t t o be 
s p e l l e d d u r i n g t h e w r i t t e n work, j o u r n a l s , l e t t e r w r i t i n g , 
e t c . words from c h i l d r e n . " 
Teachers saw t h e amount o f language work b e i n g produced as t h e 
P r o j e c t developed, and, i n r e f l e c t i o n wishes t h e y had k e p t a 
c l e a r e r r e c o r d o f language b e i n g produced. 
Refocusing. 
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"When and how t o i n f o r m o t h e r s o f what i s g o i n g on. Maybe a 
p a n e l t y p e o f me e t i n g c o u l d be arranged where members o f s t a f f 
c o u l d ask q u e s t i o n s . Maybe o t h e r s would g a i n a p p r e c i a t i o n o f 
t h e method." 
Teachers were s e n s i t i v e t o t h e d i s t a n c e f e l t between 
themselves, o t h e r c o l l e a g u e s and t h e P r i n c i p a l and V i c e 
P r i n c i p a l as t h e y implemented t h e P r o j e c t . Teachers wanted t o 
share w i t h o t h e r c o l l e a g u e s , a f t e r s u c c e s s f u l l y implementing 
t h e drama-as-method p r o j e c t , b u t a l s o t o respond t o some 
a p p a r e n t l y n e g a t i v e responses from o t h e r t e a c h e r s who appeared 
t o be c r i t i c a l o f t h e approach. 
"We d i d n o t g e t any o f t h e c h i l d r e n p u b l i s h e d i n t o a book form 
w i t h i l l u s t r a t i o n s . Why not? A l o s t o p p o r t u n i t y . " 
I n r e f l e c t i o n , t e a c h e r s began t o see o t h e r o p p o r t u n i t i e s f o r 
s h a r i n g work, and o t h e r p o s s i b i l i t i e s i n t h e P r o j e c t i t s e l f . 
These p r o v i d e i d e a s f o r f u t u r e P r o j e c t s . 
"Drama ahead o f classroom t e a c h i n g i n t h e P r o j e c t . Best i f 
i n t r o d u c e d i n c l a s s f i r s t . Should be c a r r i e d f o r t h from drama 
as w e l l , e n l a r g e d on and researched w h i l e f r e s h i n t h e i r 
minds." 
T h i s s t a t e m e n t r e f l e c t s t h e s t i m u l u s which t h e d r a m a t i c 
e n c o u n t e r s b r o u g h t , and how w e l l t h i s l e a d t o f o l l o w - u p i n t h e 
clas s r o o m . But, t h e st a t e m e n t a l s o suggests t h a t t h i s t e a c h e r 
has s t i l l , a c o n c e p t i o n o f drama as something s e p a r a t e t o 
cl a s s r o o m work. The st a t e m e n t i m p l i e s t h a t t h e t e a c h e r wishes 
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t o p r e p a r e t h e c h i l d r e n f o r t h e drama, i n o r d e r t h a t t h e y can 
'do i t ' b e t t e r . Not a l l t e a c h e r s grasped t h e i d e a t h a t when 
t h e t e a c h e r and c h i l d r e n were i n a d r a m a t i c encounter w i t h 
e i t h e r Mendoza, o r Natana, t h a t t e a c h i n g and l e a r n i n g was 
happening. Rather, t e a c h e r saw t h e drama as q u i t e s eparate t o 
what happened i n t h e classroom, a f t e r such an encounter, 
whereas, t h e d r a m a t i c encounter was o n l y a h i g h p o i n t . I n t h e 
c l a s s r o o m , t h e t e a c h e r s were s t i l l expected t o work i n r o l e , 
w i t h c h i l d r e n as members o f t h e E x p e d i t i o n Team. 
"Are we t o o c u r r i c u l u m conscious?" 
T h i s s t a t e m e n t demands t h e answer - yes. I f c u r r i c u l u m i s 
d e f i n e d as s u b j e c t s t o be t a u g h t t h r o u g h t h e t e x t b o o k , t h e n i n 
t h e c o n t e x t o f t h i s approach t h e t e a c h e r s were v e r y conscious 
o f n o t c o v e r i n g t h e d e f i n i t i o n o f c u r r i c u l u m s t a t e d 
p r e v i o u s l y . A b r o a d e r d e f i n i t i o n o f c u r r i c u l u m i s r e q u i r e d i n 
o r d e r t h a t t e a c h e r s and c h i l d r e n may f e e l f r e e r t o be c r e a t i v e 
w i t h t h e m a t e r i a l t h e y have t o cover. I f , f o r example, t h e 
c u r r i c u l u m was d e f i n e d as, t h e c r e a t i o n o f o p p o r t u n i t i e s t o 
t e a c h and l e a r n , t h e n t e a c h e r s would n o t f e e l so w o r r i e d i n an 
approach such as t h i s . 
" I want t o remember t o a p p l y t h e t h i n g s we use and l e a r n from 
t h i s p r o j e c t t o o t h e r s i t u a t i o n s . " 
Teachers c l e a r l y saw much o f v a l u e f o r themselves as t e a c h e r s 
i n t h e work o f The Labrador P r o j e c t . F o l l o w i n g t h e P r o j e c t , 
t e a c h e r s would express how t h e y were u s i n g t h e ways o f w o r k i n g 
developed i n t h e i m p l e m e n t a t i o n o f The Labrador P r o j e c t . 
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The above d a t a r e p r e s e n t s t h e p l a n n i n g and i m p l e m e n t a t i o n 
phase. S e c t i o n t h r e e o f t h e da t a i s c o l l e c t e d f o l l o w i n g t h e 
i m p l e m e n t a t i o n o f t h e drama as method work. 
S e c t i o n Three. 
E d u c a t i o n a l Aims. 
" I s t i l l f e e l t h a t t h e k i d s a r e g o i n g t o have a d i f f e r e n t 
t e a c h e r n e x t y e a r , and t h e y a r e g o i n g t o expect them t o have a 
c e r t a i n amount o f knowledge t h a t ' s i n t h e w r i t t e n c u r r i c u l u m . 
Science, f o r grade f o u r concepts. So I wanted t o make sure, 
no m a t t e r what I used as my r e f e r e n c e , t h a t I s t i l l d i d t h e 
same con c e p t s . And we d i d . " 
Teachers were a b l e t o cover t h e concepts, i n t h e c u r r i c u l u m , 
t h r o u g h m a t e r i a l s i t e d on t h e P r o j e c t . There i s s t i l l a sense 
h e r e t h a t t h e t e a c h e r f e l t t h e c u r r i c u l u m m i g h t n o t be covered 
a d e q u a t e l y , b u t as t e a c h e r s l e t t h e t e x t b o o k go, t h e y found i t 
was q u i t e easy t o s i t e t h e c u r r i c u l u m on t h e P r o j e c t . Some 
t e a c h e r s s t i l l used t h e re a d e r s o r t h e grade t e x t b o o k 
p r o v i d e d , r a t h e r t h a n u s i n g t h e s t o r i e s , myths and legends o f 
t h e I n u i t . The source o f r e s i s t a n c e t o u s i n g t h e I n u i t 
m a t e r i a l i n t h e p r o j e c t was s a i d t o be, "We have t o cover t h e 
t e x t b o o k " . These responses came from t e a c h e r s who were l e s s 
i n v o l v e d i n t h e d r a m a t i c f i c t i o n . 
" I wanted t o make sure t h a t t h e drama (The Labrador P r o j e c t ) 
encompassed t h e s t u f f t h a t would have been t a u g h t , had I done 
i t i n t h e o l d way, and i n t h e book. And we d i d q u i t e 
163 
s u c c e s s f u l l y and I t h i n k p r o b a b l y more s u c c e s s f u l l y t h a n had I 
j u s t used t h e o l d t e x t b o o k , because t h e y had a r e t e n t i o n o f 
t h a t s t u f f . And t h e s t u f f I ' d t a u g h t i n t h e o l d t r a n s m i s s i o n 
way, you know, you t a l k i t , you s e t up an experiment o r you 
ask a q u e s t i o n and l e a d them t o t h e answer - t h e y s t i l l don't 
remember any o f t h a t as w e l l as what we d i d i n The P r o j e c t . 
And t h e y can s t i l l t a l k about t h e p r o j e c t s and t h e y use them 
f o r r e f e r e n c e a l l t h e t i m e . " 
Teachers n o t e d r e t e n t i o n o f m a t e r i a l t h r o u g h t h e P r o j e c t as 
s i g n i f i c a n t . A l s o , c h i l d r e n ' s a p p l i c a t i o n and t r a n s f e r e n c e o f 
t h e P r o j e c t work t o o t h e r c l a s s e s a f t e r t h e P r o j e c t was 
completed. 
"Now some o f t h e t h i n g s t h a t came up, a r e n ' t what you 
ex p e c t e d . The whole deaf awareness came up. I t was n o t what 
I ex p e c t e d a t a l l . But i t was something t h a t needed t o be 
done. And sometimes something comes o u t t h a t ' s t o t a l l y 
d i f f e r e n t f r o m what you planned. And no, you never know where 
t h e P r o j e c t i s g o i n g e x a c t l y , because you don't know what t h e 
c h i l d r e n w i l l ask, and t h a t ' s what you've g o t t o answer. But 
you ' r e s t i l l c o v e r i n g t h e same theme and you're s t i l l c o v e r i n g 
some o f t h e c o n t e n t . " 
I t i s c l e a r t h a t c h i l d r e n t o o k t h e l e a d i n t h e P r o j e c t , and 
t h a t t e a c h e r s were s u c c e s s f u l i n changing t h e i r r o l e and 
s t a t u s . Of f u r t h e r s i g n i f i c a n c e and wo r t h y o f f u t u r e 
r e s e a r c h , i s t h e i n c r e a s e i n q u e s t i o n i n g by t h e c h i l d r e n . 
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Teachers came t o v a l u e t h i s , as more c o n v e r s a t i o n and d i a l o g u e 
was r e p o r t e d . 
" I have no f e a r a t a l l t h a t I am n o t d o i n g what I am supposed 
t o be d o i n g . No, none a t a l l . As a m a t t e r o f f a c t , I'm 
f e e l i n g b e t t e r about i t , even though i t m i g h t l o o k t o an 
o u t s i d e r t h a t she has gone o f f t h e w a l l i n t h e r e , hasn't she? 
I'm e n j o y i n g t h e i n f o r m a t i o n we're s h a r i n g more t h a n ever 
b e f o r e . 
E a r l i e r r e s i s t a n c e t o drama-as-method was r e s o l v e d as t e a c h e r s 
saw t h a t t h e y were n o t d i v e r t e d away from t h e c u r r i c u l u m , b u t 
more d e e p l y i n t o i t t h r o u g h The P r o j e c t . Indeed, t e a c h e r s 
c o v e r e d more work t h a n t h e y n o r m a l l y would. Teachers r e p o r t e d 
t h a t t h e i r aims f o r t h e f u l l semester had been covered i n t h e 
s i x weeks o f t h e P r o j e c t . 
" I t h i n k we accomplished a l l our e d u c a t i o n a l aims. I have a 
d i f f e r e n t f e e l i n g about e d u c a t i o n a l aims now. E d u c a t i o n a l 
aims a r e n o t j u s t pen and paper t h i n g s . To me, now, 
e d u c a t i o n a l aims means i n v o l v i n g k i d s i n e v e r y t h i n g t h a t 
y o u ' r e d o i n g and making i t i n t e r e s t i n g t o them, and t e a c h i n g 
them how t o have p r o b l e m - s o l v i n g s k i l l s and where t o g e t 
i n f o r m a t i o n . That's more i m p o r t a n t t o me now t h a n c o v e r i n g 
t h e grade one r e a d i n g . 
Teachers' c o n c e p t i o n o f e d u c a t i o n a l aims and c u r r i c u l u m has 
broadened t h r o u g h t h e P r o j e c t , e n a b l i n g t e a c h e r s t o v a l u e much 
more t h a n t h e t e x t b o o k o r g u i d e as r e s o u r c e s f o r l e a r n i n g . 
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Conception of the Learner. 
"As f a r as t h e k i d s were concerned, t h e y were d i r e c t i n g 
t h e m s e l v e s . You know, a l l we agreed was t h a t we were g o i n g t o 
go (on t h e j o u r n e y ) and a f t e r t h a t t h e y d i r e c t e d t h e whole 
t h i n g . And when we g o t back t o t h e classroom ( a f t e r t h e 
d r a m a t i c e n c o u n t e r i n t h e t h e a t r e ) t h e y became t h e 
t r a n s m i t t e r , and I c o u l d say, 'What happened?', o r , 'What d i d 
you do'? They r e a l l y c o u l d . They had such d e t a i l f o r t h e 
l e s s o n a f t e r w a r d s t h a t t h e y would never have i f we s a t f o r an 
hour and t o l d them. They wou l d n ' t even know we had been 
t a l k i n g about i t t h e n e x t day. But i n t h e P r o j e c t , t h e y 
r e t a i n e d i t , and sometimes we had done t h e P r o j e c t on t h e 
F r i d a y , and Monday t h e y s t i l l knew a l l t h e d e t a i l s and c o u l d 
go on a l l week and do o t h e r t h i n g s w i t h i t . " 
The t e a c h e r s saw t h e c h i l d r e n as a c t i v e p a r t i c i p a n t s , as 
opposed t o p a s s i v e r e c e i v e r s o f i n f o r m a t i o n , capable o f making 
d e c i s i o n s and s o l v i n g problems. 
"They d i d n ' t t h i n k t h e y were l e a r n i n g a n y t h i n g . The b e s t 
comment t h a t was made was when t h e y asked, a t t h e end o f t h e 
P r o j e c t , 'When do we s t a r t s c h o o l again'? That was a f t e r s i x 
weeks ( l a u g h s ) and a l o t o f i n f o r m a t i o n . And a l o t o f work! 
God t h e y d i d a l o t o f work on t h a t . They d i d more t h a n you'd 
e v e r g e t o u t o f a r e g u l a r s i x weeks i n t h e classroom. And a 
l o t o f t h a t work t h e y r e t a i n e d . " 
The c h i l d r e n d i d n o t t h i n k o f The Labrador P r o j e c t as s c h o o l . 
The h i g h l e v e l o f m o t i v a t i o n and inve s t m e n t b r o u g h t by t h e 
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drama approach l e a d t o commitment t o work beyond t e a c h e r 
e x p e c t a t i o n s . 
"You never q u i t e know where t h e P r o j e c t i s g o i n g e x a c t l y , 
because you d o n ' t know what t h e c h i l d r e n w i l l ask, and t h a t ' s 
what you've g o t t o answer." 
T h i s c l e a r l y demonstrates t h e t e a c h e r ' s v a l u e o f what c h i l d r e n 
were b r i n g i n g t o t h e P r o j e c t . What c h i l d r e n wanted t o know, 
o r needed t o know, became more i m p o r t a n t t o t h e t e a c h e r . 
"The f i r s t t h i n g we d i d f o r t h e P r o j e c t was two c h a p t e r s o f 
t h e grade f o u r book! And t h e y were q u i t e s u c c e s s f u l i n i t ! 
We jumped from grade two t o grade f o u r and t h e n f i n i s h e d t h e 
r e s t o f t h e c h a p t e r s t h a t p e r t a i n e d t o t h e grade t h r e e book. 
And t h e y had no problem and s t i l l remember what was i n t h a t 
grade f o u r book, and d i d t h e v o c a b u l a r y . And t h a t ' s n o t t o 
say t h a t some o f t h e k i d s c o u l d read t h e grade f o u r book, 
because i t was above t h e i r r e a d i n g l e v e l , b u t t h e y d i d what 
was expected o f them f o r t h e theme and t h e c o n t e n t o f t h e 
grade f o u r book." 
The f a c t t h a t t e a c h e r s t o o k c h i l d r e n t o a n o t h e r grade l e v e l i s 
s i g n i f i c a n t i n i t s e l f . T h i s a l s o r e v e a l s changes i n t e a c h e r 
e x p e c t a t i o n . Teachers f e l t t h e m o t i v a t i o n and commitment o f 
t h e c h i l d r e n , as w e l l as i n c r e a s e d energy i n t h e classroom. 
"Our k i d s , when t h e y g e t t o upper t e e n and a d u l t have such a 
s t r u g g l e s t a n d i n g on t h e i r own two f e e t , i n a l o t o f cases, 
because t h e y do n ' t know how t o . . . t o meet t h e i r own p e r s o n a l 
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needs and d e c i s i o n s and so on. And t h e p r o j e c t c e r t a i n l y d i d 
t h a t f o r them, because t h e y ' d say, 'Well, what do I do'? and 
t h e y ' d go o f f and g e t on w i t h i t . " 
T h i s s t a t e m e n t demonstrates i n c r e a s e d independence o f t h e 
c h i l d r e n . The l e a r n e d h e l p l e s s n e s s which r e s o n a t e s i n 
P i e k o f f ' s s t a t e m e n t , r e s u l t i n g from t h e i n a b i l i t y t o have an 
impa c t on one's environment, i s r e c o g n i z e d by t h e t e a c h e r ' s 
s t a t e m e n t . The P r o j e c t t h r u s t t h e c h i l d r e n i n t o 
r e s p o n s i b i l i t y , and c r e a t e d t h e o p p o r t u n i t y f o r t e a c h e r t o 
move o u t o f t h e c e n t r a l t r a n s m i s s i o n p o s i t i o n she had 
p r e v i o u s l y o c c u p i e d . 
" A f t e r t h e P r o j e c t was over, we were i n t h e computer room 
w r i t i n g a s t o r y and t h e y s a i d something l i k e , 'What's i t l i k e 
on t h e moon?' I s a i d , ' I don't know. I r e a l l y don't know. 
What do you t h i n k i t ' s l i k e ? ' Then t h e y s a i d , 'We c o u l d go t o 
t h e l i b r a r y t o f i n d o u t . ' So t h e r e you go. Now t h a t would 
n o t have happened w i t h t h e s e k i d s b e f o r e t h e P r o j e c t . They 
would have w a i t e d f o r me t o t e l l them! And i f I s a i d , ' I 
d o n ' t know', t h e y would have s a i d , 'Not t r u e , t e a c h e r s know!' 
Teachers a r e supposed t o be God as f a r as our k i d s a r e 
concerned. I t was r e a l l y n i c e t o be a b l e t o s i t back and 
watch them go t o a l l t h e p l a c e s where you would have gone f o r 
t h e i n f o r m a t i o n . " 
P l a y i n g t h e " I d o n ' t know" r o l e has c l e a r l y t r a n s f e r r e d t o 
o t h e r work a f t e r t h e P r o j e c t . The power o f t h e t e a c h e r r o l e 
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i s c l e a r l y s t a t e d and t h e change o f r o l e d u r i n g t h e P r o j e c t 
has been h i g h l y v a l u e d by t e a c h e r s . 
" I t t o o k a l o t o f s t r u g g l e a t f i r s t , t o g e t them t o t h i n k f o r 
themselves. And o f course t h e y d i d . Our k i d s a r e used t o 
b e i n g spoon f e d , and t h e y a r e spoon f e d . " 
The r e s e a r c h e r had t o work h a r d t o g e t t e a c h e r s t o a l l o w 
c h i l d r e n t h e o p p o r t u n i t y t o t h i n k and wonder. The change 
a f f e c t e d b o t h c h i l d r e n and t e a c h e r s . However, t h e t e a c h e r 
bears t h e r e s p o n s i b i l i t y t o r e - d e f i n e t h e classroom, from one 
i n w h i c h t h e r e i s a s t r o n g sense t h a t t h e c h i l d r e n a r e "spoon 
f e d " , t o w a r d one i n which c h i l d r e n a re c o n c e p t u a l i z e d as 
ca p a b l e , a c t i v e l e a r n e r s who t h i n k and s o l v e problems. 
"When we s t a r t e d t h e P r o j e c t , I wanted t o see what t h e r e s u l t 
w ould be. I d i d n ' t have a f e e l f o r i t and I s t a r t e d t o g e t a 
f e e l f o r i t when I s t a r t e d t o g e t feedback t h a t I needed. The 
k i d s s t a r t e d t a l k i n g about t h e P r o j e c t among themselves. I 
s t a r t e d s e e i n g t h i n g s l i k e , t h e k i d s t a k i n g work t o t h e dorm 
t o f i n i s h i t , and w a n t i n g t o s t a y i n t h e classroom a t 
l u n c h t i m e , and coming i n a t recess and n o t t a k i n g recess 
because t h e y wanted t o 'Get t h i s done' and I , I , w e l l t h a t 
showed a l o t o f m o t i v a t i o n on t h e i r p a r t which meant a l o t t o 
me." 
As s t a t e d e a r l i e r ( F r i e r e , 1987, p. 3 8 ) , t e a c h e r s do n o t 
change because t h e y a r e t o l d t o do so. The feedback from t h e 
c h i l d r e n , t h e i r l e v e l o f engagement and m o t i v a t i o n , was a 
c r u c i a l f a c t o r f o r t h e t e a c h e r s . Once t h e t e a c h e r s saw t h i s 
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i n p r a c t i c e , a g r e a t sense o f r e l i e f was f e l t by them. The 
s t a t e m e n t shows a g a i n , h i g h l e v e l s o f m o t i v a t i o n and 
i n v e s t m e n t i n t h e work o f t h e c h i l d r e n , b u t i f t e a c h e r s do not 
s t r u c t u r e f o r t h e s e t h e n t h e y w i l l n o t happen. 
" S h o r t l y a f t e r we s t a r t e d , I n o t i c e d a l e v e l o f c o n v e r s a t i o n 
between t h e k i d s . I t had gone from here ( g e s t u r e s l o w ) , c h i t 
c h a t , nonsense s t u f f , t o . . . c u r r i c u l u m s t u f f ! They d i d n ' t know 
t h e y were t a l k i n g about t h e c u r r i c u l u m , t h e y were t a l k i n g 
a bout t h e i r drama p r o j e c t , b u t t h e y were d i s c u s s i n g 
c u r r i c u l u m . They were d i s c u s s i n g what t h e y were supposed t o 
be l e a r n i n g ! I mean k i d s don't t a l k about t h e i r school work 
v e r y o f t e n , n o t even i n h e a r i n g s c h o o l , l e t alone a deaf 
s c h o o l ! They d o n ' t t a l k about i t . When our k i d s have a 
c o n v e r s a t i o n , t h e y t a l k about a cranky t e a c h e r o r t h e amount 
o f homework t h e y have t o do, b u t t h e y don't t a l k about t h e 
c o n t e n t o f t h e i r work. And a l l o f a sudden, these k i d s were 
t a l k i n g about i t . T h e i r p a r e n t s were t e l e p h o n i n g i n , because 
t h e y were d i s c u s s i n g i t a t home. And t h e y had good r e t e n t i o n , 
t h e y knew what t h e y were t a l k i n g about. So t h a t was enough 
t h e n . That k e p t you g o i n g t h e n , once you saw t h a t . " 
Teachers were i n f o r m e d by d o r m i t o r y s t a f f t h a t c h i l d r e n would 
n o t s t o p w o r k i n g a t n i g h t . Parents became i n v o l v e d i n t h e 
c h i l d r e n ' s work a t home ( f o r t h o s e a t t e n d i n g as Day S t u d e n t s ) , 
and t h e t e a c h e r s ' e a r l y concern t h a t p a r e n t s d i d n o t r e c e i v e 
t h e normal worksheets was s o l v e d , as p a r e n t s r e p o r t e d h i g h 
l e v e l s o f work a t home. 
170 
" I t h i n k t h a t t h e second o r t h i r d week t h e k i d s r e a l l y f e l l 
i n t o p l a c e . They stopped w a s t i n g t i m e . They'd never been 
l e f t t o do t h i s s t u f f on t h e i r own b e f o r e ! They had t o l e a r n 
what t o do." 
R e f l e c t s t h e change i n t e a c h e r ' s r o l e and e x p e c t a t i o n o f 
c h i l d r e n . 
"Something came up i n t h e P r o j e c t and I wondered where i t had 
come from. As we t a l k e d about i t and went over i t , we found 
t h a t t h i s whole t h i n g had been d i s c u s s e d a l l n i g h t l o n g i n t h e 
dorm. They were g o i n g t o each o t h e r ' s rooms seeing t h e 
P r o j e c t s t h a t each were d o i n g ! And I ' d l a y a b e t t h a t ' s a 
f i r s t i n t h e dorm. The k i d s were s a y i n g , 'This i s what I am 
r e s p o n s i b l e f o r ' , 'This i s what I am r e s e a r c h i n g ' . That 
i n c i d e n t s t i c k s o u t because k i d s go t o t h e dorm and t h e y do 
m i n i m a l homework and t h a t ' s i t . But th e s e k i d s are wo r k i n g 
o v e r t i m e , a t l u n c h t i m e s and a f t e r s c h o o l , making p o s t e r s , 
e x p l a i n i n g t h e i r j o b s ( t h e i r r o l e s ) . " 
The energy o f t h e P r o j e c t , extended t o t h e d o r m i t o r y , where 
c h i l d r e n a r e h e l p e d by r e s i d e n c e s t a f f t o do "homework". 
"The c h i l d r e n were so i n t e n t . They were a s k i n g so many 
q u e s t i o n s . " 
The t e a c h e r s n o t e d l a r g e i n c r e a s e s i n c h i l d r e n ' s q u e s t i o n i n g 
a c t i v i t y and a b i l i t y t o focus on t h e i r work. 
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The above f o u r s t a t e m e n t s r e a l l y r e s o n a t e w i t h t h e energy 
w h i c h came t o b o t h t e a c h e r s and c h i l d r e n t h r o u g h The Labrador 
P r o j e c t . 
" I remember how t h e c h i l d r e n r e a c t e d . How X's p e r s o n a l i t y 
changed from what I had seen b e f o r e . X d i s p l a y e d a whole 
d i f f e r e n t s i d e o f X. I n c l a s s , v e r y w i t h d r a w n , and i n t h e 
P r o j e c t X was a r e a l boss." 
The t e a c h e r s ' p r e v i o u s statements about t h e s e l f - c o n c e p t and 
s e l f - a w a r e n e s s o f t h e c h i l d ( S e c t i o n One, E d u c a t i o n a l Aims) 
n o t b e i n g d e a l t w i t h , was r e v e r s e d i n t h e P r o j e c t . Teachers 
saw c h i l d r e n d i f f e r e n t l y , as c h i l d r e n were a b l e t o demonstrate 
themselves more i n t h e P r o j e c t . The l e a d e r s h i p r o l e s , t h e 
w i l l i n g n e s s t o i n i t i a t e , o r t a k e t h e l e a d , were p a r t s o f t h e 
c h i l d r e n t e a c h e r s had n o t been a b l e t o see b e f o r e because t h e y 
d i d n o t i n v i t e t h e c h i l d r e n t o show these q u a l i t i e s and 
c h a r a c t e r i s t i c s . 
" I n a l o t o f s i t u a t i o n s i n which our k i d s meet someone new, 
t h e y w i l l t u r n t o t h e n e a r e s t a d u l t t h e y know and ask them who 
t h e person i s . Our k i d s would never t u r n around and say 
d i r e c t l y t o a person, 'Who a r e you and why are you here?' But 
i n t h e drama t h e y had t h a t e x p e r i e n c e . They had t o go up t o 
t h e t e a c h e r - i n - r o l e and say t o her, 'Who a r e you'. That was 
p r o b a b l y a . . . i t was a unique s i t u a t i o n f o r them, something 
t h e y d o n ' t o f t e n do. They had t o f i n d o u t t h e d e t a i l s f o r 
themselves. How o f t e n do we do t h a t f o r them? They never 
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f i n d o u t i n f o r m a t i o n f o r themselves, i t ' s always g i v e n t o them 
second hand. So t h a t was q u i t e unique f o r them." 
T h i s s t a t e m e n t shows t h e i n c r e a s e d independence o f t h e 
c h i l d r e n , because o f t h e drama. I n t h e drama s i t u a t i o n , t h e 
c h i l d r e n d i d what t h e y were never asked t o do, i n r e a l l i f e . 
" I was amazed a t how e a s i l y t h e y went i n t o t h e d r a m a t i c 
s i t u a t i o n w i t h t h e t e a c h e r - i n - r o l e . I expected more o f a 'Hey 
what's t h i s about'! They accepted i t as a r e a l t h i n g a t t h e 
t i m e . I guess I am t r y i n g t o say how e a s i l y t h e y s l i p p e d i n t o 
t h e drama, because t h e y d i d , t h e y (snap) t h e y were i n t o t h e 
r o l e . " 
"They c l i c k e d r i g h t i n t o r o l e , t h e y went r i g h t i n t o i t , 'Who 
a r e you and why a r e you here?' They knew we were g o i n g t o t h e 
t h e a t r e , down t h e c o r r i d o r , b u t when t h e y went i n t h e y were 
t h e r e . I t h o u g h t t h a t was g r e a t . " 
Teachers were concerned t h a t c h i l d r e n would n o t know t h e 
d i f f e r e n c e between f a n t a s y and r e a l i t y , s t a t i n g t h a t t h e 
c h i l d r e n found i t h a r d t o know t h e d i f f e r e n c e . The r e s e a r c h e r 
s t a t e d h i s s u r p r i s e , as i n h i s work w i t h K i n d e r g a r t e n c h i l d r e n 
( i n a drama-as-subject d e m o n s t r a t i o n ) t h e y had shown t h e c l e a r 
a b i l i t y t o p r e t e n d , though t h e c h i l d r e n had s i g n e d p r e t e n d as 
" l i e " . S e t t i n g a c c u r a t e l i n g u i s t i c r e p r e s e n t a t i o n a s i d e , t h e 
r e s e a r c h e r n o t e d t h e a b i l i t y o f t h e c h i l d r e n t o e n t e r i n t o 
p r e t e n d . The problem i s more one o f a l a c k o f models o f 
b e h a v i o r , w h i c h r e s u l t s from t h e reduced o p p o r t u n i t i e s o f t h e 
c h i l d r e n t o g a i n w o r l d e x p e r i e n c e as h e a r i n g c h i l d r e n do, 
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t h r o u g h d i r e c t i n t e r a c t i o n w i t h i t . The l i f e o f a R e s i d e n t i a l 
School means c h i l d r e n spend a g r e a t d e a l o f t i m e i n t h a t s m a l l 
community. Indeed, drama i s v a l u a b l e t o t h e c h i l d r e n and 
t e a c h e r s because i t p r o v i d e s models o f b e h a v i o r , w i t h which 
t h e c h i l d r e n i n t e r a c t i n t h e s e c u r i t y o f t h e f i c t i t i o u s 
c o n t e x t . The r o l e s t e a c h e r s p l a y e d became v e r y s i g n i f i c a n t t o 
t h e c h i l d r e n , as o t h e r s w i t h whom t h e y c o u l d r e l a t e and 
communicate. 
"When t h e y came back from t h e f i r s t d r a m a t i c encounter w i t h 
t h e t e a c h e r - i n - r o l e (as Natana) we made a l i s t o f what had 
gone on. Most o f t h e t h i n g s t h e y mentioned were v i s u a l . Then 
t h e y d i d make assumptions, when we say, you know, t h e y c a n ' t 
make assumptions. They made assumptions about t h e way t h e 
p e r s o n l i v e d — l i k e , ' I t must be h a r d because t h e y have t o go 
f i s h i n g i n t h e w i n t e r and i t would be c o l d ' . They knew t h e 
woman must be a l o n e a t t i m e s , t h a t her f a m i l y was away, and i t 
must be l o n e l y when you a r e by y o u r s e l f . They made c e r t a i n 
assumptions about i t . " 
I n t h e w r i t i n g o f The Labrador P r o j e c t , t h e r e s e a r c h e r 
p r o v i d e d r i c h v i s u a l channels t h r o u g h w r i t i n g , r e a d i n g , 
images, and most p r o m i n e n t l y , t h e p r e s e n t a t i o n o f Natana. The 
r i c h n e s s o f t h e d r a m a t i c environment, i n which t h e c h i l d r e n 
e n c o u n t e r e d Natana, p r o v i d e d many v i s u a l c l u e s t h r o u g h which 
t h e c h i l d r e n c o u l d access Natana's way o f l i f e . 
174 
"What t h e y were d o i n g was what t h e y wanted t o do, and as a 
r e s u l t t h e y were e x c i t e d and happy t o be d o i n g i t . So as a 
r e s u l t t h e y were l e a r n i n g more." 
The l e v e l o f ownership o f t h e t a s k s i n t h e P r o j e c t , and t h e 
c h i l d r e n ' s r e s p o n s i b i l i t y t o c a r r y t a s k s o u t , u s i n g t h e mantle 
o f t h e e x p e r t c o n v e n t i o n , l e a d t o h i g h l e v e l s o f m o t i v a t i o n . 
" G e n e r a l l y t h e r e were changes i n t h e r a p p o r t between t h e k i d s . 
The amount o f t i m e you c o u l d g e t o u t o f them i n a p a r t i c u l a r 
p a r t o f t h e P r o j e c t . T h e i r a t t e n t i o n spans i n c r e a s e d . X's 
a t t i t u d e changed. X came from b e i n g o u t s i d e t h e group a l l t h e 
t i m e t o b e i n g a p a r t i c i p a n t , n o t as f u l l y as t h e o t h e r k i d s 
b u t X was t h e r e . Y f e l t t h a t she c o u l d t a k e ownership o f 
something and f e l t t h a t she had t h e r i g h t and enough o f a 
s e l f - c o n c e p t t o i n v i t e o t h e r s t o work w i t h h e r . " 
Teachers n o t e d i n c r e a s e d communication and d i a l o g u e between 
c h i l d r e n . Though t h e most a p p r o p r i a t e l e a r n i n g s t y l e i n drama 
i s group based, t e a c h e r s r e a l i z e d t h e needs o f i n d i v i d u a l s 
more e f f e c t i v e l y . C l e a r l y , Y f e l t t h a t she c o u l d indeed have 
an impact on h e r environment. 
"The b i g g e s t change was t h e a b i l i t y o f t h e group t o work 
t o g e t h e r . And t h e i r f e e l i n g t h a t what t h e y were d o i n g was 
i m p o r t a n t . They worked f a n t a s t i c a l l y as a group and w i t h such 
a mixed a b i l i t y group some people would t e l l you you're 
c r a z y . " 
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Teachers had doubted t h e a b i l i t y o f t h e group t o work 
t o g e t h e r , i d e n t i f y i n g o f t e n s e r i o u s problems when c h i l d r e n 
were asked t o work t o g e t h e r . Through t h e drama, t h e c h i l d r e n 
came t o be i n r e l a t i o n t o each o t h e r , s h a r i n g a common purpose 
and shared o b j e c t i v e . Thus, w o r k i n g t o g e t h e r was s t r u c t u r e d 
f o r , and n o t l e f t t o chance w i t h no purpose. Each c h i l d had 
h i s o r h e r own area o f r e s p o n s i b i l i t y , b u t t h a t r e s p o n s i b i l i t y 
c o n t r i b u t e d d i r e c t l y t o t h e group's success. 
" I t h i n k a n o t h e r i m p o r t a n t t h i n g i s t h e changes i n s e l f -
c o ncept. The c h i l d r e n were i m p o r t a n t and what t h e y say and 
t h e d e c i s i o n s t h e y make were i m p o r t a n t . " 
Teachers r e c o g n i z e d t h a t t h e whole c u r r i c u l u m , and t h e whole 
c h i l d a r e a c c e s s i b l e o b j e c t i v e s . A l s o , t h e a f f e c t i v e 
d i m e n s i o n , t h e s u b j e c t i v e , and, t h e e m o t i o n a l engagement o f 
t h e c h i l d r e n e n r i c h e d t h e i r academic work, t h r o u g h a r i c h e r 
i n t e l l e c t u a l grasp o f t h e problems i n t h e P r o j e c t . 
" I t h i n k t h e s t u d e n t s have more d e c i s i o n - m a k i n g power t h a n I 
used t o g i v e them. I t h i n k t h a t , i f we l e a v e more d e c i s i o n s 
up t o t h e k i d s , t h e n you g e t g o i n g f a s t e r , g e t ahead f a s t e r , 
because t h e y ' v e i n t e r n a l i z e d i t i n what t h e y are d o i n g . That 
would be my main t h i n g r i g h t now a f t e r t h e P r o j e c t , t o g i v e 
them more d e c i s i o n s t o make." 
T h i s s t a t e m e n t r e f l e c t s f u r t h e r s i g n i f i c a n t changes i n t e a c h e r 
o r i e n t a t i o n . The c h i l d r e n became more a c t i v e l y engaged i n 
p l a n n i n g t h e i r work. Teachers a r e a l s o g i v i n g up some o f 
t h e i r power and a u t h o r i t y t o t h e c h i l d r e n ' s b e n e f i t . 
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" P a r t i c i p a n t i s what comes t o mind now, and a v e r y a c t i v e 
p a r t i c i p a n t . One o f t h e c h i l d r e n who i s v e r y weak i n t h e area 
o f w r i t i n g d i d some w o n d e r f u l d i s c u s s i o n t o p i c s , b r o u g h t a l o t 
o f enthusiasm, and so we t e a c h e r s g o t t o p l a y t o t h e i r 
s t r e n g t h s , n o t t h e i r weaknesses." 
The r e c o n c e p t u a l i z a t i o n o f t h e c h i l d r e n as a c t i v e 
p a r t i c i p a n t s , and p a r t n e r s w i t h t e a c h e r s , i s a s i g n i f i c a n t 
change i n c o n c e p t i o n o f t h e c h i l d r e n . A l s o i m p o r t a n t i n t h i s 
s t a t e m e n t a r e t h e t e a c h e r s ' moves t o work t o t h e s t r e n g t h s o f 
t h e c h i l d r e n , p a r t i c u l a r l y i n t h e case o f t h e c h i l d whose a r t 
work became a r i c h source f o r e v a l u a t i o n (p. 209). T h i s c h i l d 
was i n v i t e d t o t a k e t h e j o b o f r e c o r d i n g t h e j o u r n e y and 
ev e n t s i n t h e P r o j e c t as " a r t i s t " . 
"The d i s c u s s i o n we had w i t h t h e c h i l d r e n came o u t o f t h e 
P r o j e c t . We would make sure t h e y had t h e resources t h e y 
needed, b u t t h e y t o o k t h e l e a d i n d e c i d i n g what t h i n g s t h e y 
wanted t o l e a r n about them." 
D i s c u s s i o n phases became o p p o r t u n i t i e s f o r t e a c h e r s t o enable 
t h e c h i l d r e n , as opposed t o t e a c h e r - d i r e c t e d t e l l i n g 
o p p o r t u n i t i e s . 
" T h e i r i n t e r e s t l e v e l was much h i g h e r . " 
The problems and c h a l l e n g e s o f t h e drama aroused c u r i o s i t y and 
i n t e r e s t l e v e l s i n t h e c h i l d r e n which was beyond t e a c h e r 
e x p e c t a t i o n s . 
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"The k i d s were d e a l i n g w i t h language beyond what you'd expect 
them t o be d e a l i n g w i t h i n a g i v e n s i t u a t i o n . " 
A f u r t h e r i n d i c a t i o n o f changes i n t e a c h e r e x p e c t a t i o n , as t h e 
c h i l d r e n used language i n t h e c o n t e x t o f t h e drama. 
"Everybody g o t a l o t from t h e P r o j e c t , b u t t h e f a c t t h a t some 
o f my s l o w e r l e a r n e r s , t h e ones who have d i f f i c u l t y i n c e r t a i n 
a r e a s , bloomed i n t h e P r o j e c t — w e l l t h e y developed a good 
s e l f - c o n c e p t . " 
Perhaps t h e " s l o w e r l e a r n e r s " are n o t r e a l l y slower l e a r n e r s , 
b u t r e q u i r e , as has been suggested by Webster (p. 35) a r e -
d e f i n e d l e a r n i n g s i t u a t i o n . 
" I l e a r n e d more about t h e s t r e n g t h s o f k i d s t h a n I had known 
b e f o r e . " 
T h i s s i g n i f i c a n t s t a t e m e n t r e f l e c t s a r e - c o n c e p t u a l i z a t i o n o f 
t h e c h i l d r e n as people who "can do". I t i s a v e r y p o s i t i v e 
s t a n c e from t h e t e a c h e r . 
"The development i n s e l f concept, p a r t i c u l a r l y i n t h e slower 
l e a r n e r s , I ' v e seen t h a t c a r r i e d over i n t o o t h e r areas. One 
who was s t r u g g l i n g w i t h math i s now w i l l i n g t o a t t e m p t i t , and 
as a r e s u l t i s p r o g r e s s i n g . More c o n f i d e n t t h a n she was i n 
December." 
I t i s i n t e r e s t i n g t o n o t e t h i s s t a t e m e n t which r e f l e c t s t h e 
i m p o r t a n c e o f a good and p o s i t i v e s e l f - c o n c e p t i n o t h e r areas 
o f a c t i v i t y , most i m p o r t a n t l y academic work. A t a conference. 
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h e l d a t t h e s c h o o l where t h i s t h e s i s t o o k p l a c e , t e a c h e r s 
p l a c e d academics a t t h e t o p o f t h e i r agenda o f iss u e s o f 
im p o r t a n c e . The v a l u e o f d e a l i n g w i t h t h e whole c h i l d cannot 
be u n d e r e s t i m a t e d i n such cases as those mentioned above. 
Conception of the Learning Process. 
" I had no e x p e r i e n c e i n t h a t t h e k i d s would b r i n g i n f o r m a t i o n 
and t h a t you r e a l l y d o n ' t know what's g o i n g t o happen. 
Because I mean, a l o t o f t h e s t u f f we d i d on t h e P r o j e c t came 
as a r e s u l t o f what t h e k i d s b r o u g h t t o our a t t e n t i o n . 
Sometimes something t h e y needed t o know about f o r t h e drama or 
something t h e y l a c k e d e x p e r i e n c e i n . " 
The s t a t e m e n t shows t h e e x t e n t o f r o l e r e v e r s a l between 
t e a c h e r and c h i l d r e n . 
"Drama was a n o t h e r s u b j e c t , n o t an i n t e g r a t e d p a r t o f t h e 
whole s c h o o l . When I l o o k e d a t drama b e f o r e , I saw i t had 
b e n e f i t , b u t n o t as a t o o l t o t e a c h . " 
S u c c e s s f u l r e - o r i e n t a t i o n o f t h e t e a c h e r ' s view o f drama. 
" I never l o o k e d a t drama as a way t o l e a r n c o n t e n t i n 
e d u c a t i o n , w h i c h I do now because my whole o u t l o o k i s 
d i f f e r e n t . Now I would say, drama i s a t o o l t o t e a c h 
i n f o r m a t i o n , and a t t h e same t i m e s t i l l d evelop a l l those 
p e r s o n a l t h i n g s : s o c i a l , p e r s o n a l , s e l f - a w a r e n e s s , s e l f - i m a g e . 
You can l o o k a t how o t h e r s do t h i n g s and f e e l f o r how o t h e r s 
do t h i n g s , c o m p a r a t i v e l y and i n t e r n a l i z e t h a t . " 
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The t e a c h e r s now see drama-as-method as b r i n g i n g a 
t h i n k i n g / f e e l i n g approach t o t h e t e a c h i n g / l e a r n i n g process. 
" I t was a r e a l l y good ex p e r i e n c e because i t worked r e a l l y w e l l 
and t h e k i d s were much more adept a t b r i n g i n g a c o n v e r s a t i o n 
and f o l l o w i n g a c o n v e r s a t i o n t h a n I ' d ever g i v e n them c r e d i t 
f o r , and d i r e c t i n g t h e i r own c o n v e r s a t i o n . " 
F u r t h e r evidence o f t e a c h e r e x p e c t a t i o n s i s r e v e a l e d here, and 
t h e i n c r e a s e i n d i a l o g u e a c t i v i t y c r e a t e d t h r o u g h t h e drama 
approach. 
" I t c e r t a i n l y was n o t transmission...maybe you c o u l d c a l l 
i t . . . n o , I w o u l d n ' t c a l l i t t r a n s m i s s i o n a t a l l . I t was 
t r a n s a c t i o n , a l o t o f i t . The c h i l d r e n were d i r e c t i n g 
themselves a l o t . I t was a s t r u c t u r e d e x p e r i e n c e as f a r as we 
were concerned. As f a r as t h e k i d s were concerned, t h e y were 
d i r e c t i n g t hemselves." 
T h i s s t a t e m e n t demonstrates t h e t e a c h e r ' s move toward a 
t r a n s a c t i o n a l o r i e n t a t i o n . A l s o , t h e p l a y f o r t h e 
t e a c h e r / p l a y f o r t h e c h i l d r e n has been understood by t e a c h e r s . 
" I n t h e p r o j e c t we were p r e t t y f l e x i b l e . We covered a l l t h e 
books and had a b e t t e r u n d e r s t a n d i n g hopping around l i k e we 
d i d . " 
Teachers a c h i e v e d i n c r e a s e d f l e x i b i l i t y t oward t h e c u r r i c u l u m 
areas t h e y wanted t o cover, and r e f l e c t t h a t c h i l d r e n had 
b e t t e r u n d e r s t a n d i n g because o f t h e h o l i s t i c approach. 
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"The p u p i l s ' l e a r n i n g changes because you p u t them i n a 
t o t a l l y d i f f e r e n t s i t u a t i o n . They're n o t j u s t h a v i n g 
i n f o r m a t i o n t h a t t h e y a r e supposed t o remember and 
r e g u r g i t a t e . I know t h a t our c u r r i c u l u m , t h e g l o b a l o f our 
c u r r i c u l u m , i s n o t t h a t c h i l d r e n s h o u l d j u s t r e g u r g i t a t e 
i n f o r m a t i o n , b u t when you t e a c h i n a t r a n s m i s s i o n mode, I 
t h i n k t h e f a c t t h a t t h e y can problem s o l v e i s h a l f i n c i d e n t a l 
i n t h e end because you don't r e a l l y g i v e them ample s i t u a t i o n s 
where t h e y g e t t h e chance t o problem s o l v e , t o analyze, t o 
t h i n k and draw c o n c l u s i o n s , you r e a l l y d o n ' t . " 
T h i s t e a c h e r r e f l e c t i o n i s c r i t i c a l o f t h e t r a n s m i s s i o n 
o r i e n t a t i o n , and, t h e state m e n t c o n f i r m s t h e r e s e a r c h e r ' s 
s t a n c e t h a t i f a p r o b l e m - s o l v i n g , a c t i v e l e a r n i n g approach i s 
t o be implemented, t h e n i t r e q u i r e s a change i n o r i e n t a t i o n 
t o w a r d a t r a n s a c t i o n a l o r t r a n s f o r m a t i o n a l o r i e n t a t i o n i n 
wh i c h such a c t i v i t i e s a r e s t r u c t u r e d f o r , r a t h e r t h a n l e f t t o 
chance, as t h e t e a c h e r ' s r e f l e c t i o n suggests. 
"When you p u t t h e c h i l d r e n i n these P r o j e c t s , i t ' s p e r s o n a l . 
They make p e r s o n a l d e c i s i o n s , p e r s o n a l e v a l u a t i o n s , a t a v e r y 
young age a c c o r d i n g t o our c u r r i c u l u m . They have t o make 
d e c i s i o n s , t h e y have t o a n a l y z e , t h e y have t o do a l o t o f 
t h i n g s t h a t a r e p e r s o n a l . These are s k i l l s t h a t t h e y develop 
t o use i n l a t e r l i f e , because they've used them i n t h e drama 
wh i c h i s a p e r s o n a l s i t u a t i o n . Not j u s t a s c i e n c e experiment 
t h a t y o u ' r e supposed t o t r a n s f e r t o p e r s o n a l l i f e , n o t as a 
r e a d i n g assignment t h a t you're supposed t o t r a n s f e r , b u t as 
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' t h i s i s me'! I n t h e drama, ' I am i n t h i s s t o r y ' , ' I t i s my 
d e c i s i o n , my consequences'. T h i s was t h e d i f f e r e n c e . " 
The t e a c h e r s see t h e v a l u e o f t h e drama approach as b r i n g i n g a 
p e r s o n a l i n v o l v e m e n t t o t h e c h i l d r e n , and a r i c h c o n t e x t . The 
t e a c h e r s e x p e r i e n c e d t h e engagement o f t h e c h i l d r e n i n 
something t h a t " m a t t e r e d t o them", and i n which t h e y had an 
i n v e s t m e n t . 
"They l e a r n e d a l o t more t h r o u g h f i n d i n g t h e i r own 
i n f o r m a t i o n , and i t was much more p e r t i n e n t t o them because o f 
t h e drama. Research s k i l l s f o r example, we g o t t o t r a i n them 
i n t h e s e s k i l l s ( i n t h e P r o j e c t ) , and I know we're supposed 
t o , ( i n t h e r e g u l a r approach) b u t , i t ' s something t h a t i s 
( s i g h s ) done v e r y d i s j o i n t e d l y i n t h e c u r r i c u l u m . They do a 
r e s e a r c h p r o j e c t i n s c i e n c e , b u t i t ' s n o t because ' I ' want t o 
do i t . I t ' s because t h e book says, 'Now we have t o f i n d o u t 
abou t . . . ' , so ' I ' go and do i t . I t means more when you want 
t o f i n d t h e i n f o r m a t i o n f o r y o u r s e l f . I n t h e drama i t was 
done because o f t h e p e r s o n a l need o f t h e s t u d e n t , n o t because 
I want t o pass o r because t h e book says I have t o do i t . " 
The t e a c h e r s saw t h a t t h e needs o f t h e s t u d e n t s , i n t h e 
P r o j e c t , were t h e d r i v i n g f o r c e . The d r a m a t i c encounters were 
c o m p e l l i n g , and t h e c h i l d r e n needed t o s o l v e t h e problems 
w h i c h arose as c h a l l e n g e s i n t h e d r a m a t i c f i c t i o n . Whether 
t h i s was how t o p l a n an e x p e d i t i o n , o r how t o d e a l w i t h 
Natana, t h e c h i l d r e n t o o k on ownership o f these c h a l l e n g e s and 
responded t o them. 
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"As f a r as t h e Math went, we were n o t r e a l l y g o i n g t h r o u g h 
c h a p t e r by c h a p t e r . We were d o i n g s t u f f t h a t was even ha r d e r 
t h a n what t h e book s a i d r e a l l y . We were making huge 
measurements and l i s t s . " 
T h i s s t a t e m e n t demonstrates t h e c h i l d r e n ' s a b i l i t y t o work a t 
l e v e l s beyond p r e v i o u s e x p e c t a t i o n s . P a r t o f t h e e x p l a n a t i o n 
f o r such achievement may be t h a t a l l work was r e l a t e d t o t h e 
c o n t e x t o f t h e drama. However, t h e state m e n t a l s o s t i m u l a t e s 
t h e q u e s t i o n o f t e a c h e r e x p e c t a t i o n o f c h i l d r e n once a g a i n . 
"Some o f t h e k i d s were n o t g e t t i n g a l l t h e c o n t e n t . There was 
a c o u p l e o f t h i n g s I d i d t h e r e . I knew these k i d s were e a s i l y 
d i s t r a c t e d . O f t e n t h e y g o t v e r y i n v o l v e d i n d o i n g t h e i r work 
on t h e P r o j e c t and somebody would say something and t h e y would 
n o t l o o k up. Then I ' d say, ' I s t h a t what X ( t h e t e a c h e r - i n -
r o l e ) s a i d ? ' And t h e y ' d l o o k up, b l a n k , and t h e n I ' d t h i n k , 
how can I do something about t h i s w i t h o u t g e t t i n g up t h e r e and 
g i v i n g i t ? I g o t i n t o t h e h a b i t o f u s i n g t h e q u e s t i o n i n g 
s t r a t e g i e s we had planned and I ' d say, 'What d i d X say'? Then 
one o f t h e c h i l d r e n would say, 'She s a i d . . . ' . Then another 
w ould say, 'No she d i d n ' t , she s a i d . . . ' Everybody c o n t r i b u t e d 
and t h e y a c t u a l l y g o t i n t o arguments about what t h e t e a c h e r -
i n - r o l e had s a i d , and how t h e y were i n t e r p r e t i n g i t ! That was 
w o n d e r f u l , because t h e y gave me e v e r y t h i n g I needed t o know 
and I d i d n ' t have t o s t a n d t h e r e and g i v e them a t e s t o r ask 
them t o e x p l a i n something t o me." 
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The f o c u s i n g problems, p a r t i c u l a r t o t h e deaf e d u c a t i o n 
c l a s s r o o m a r e r e f l e c t e d here. Because c h i l d r e n are n o t a b l e 
t o t u n e i n t o o t h e r c o n v e r s a t i o n s as t h e y w r i t e o r draw, t h e 
t e a c h e r needs t o c o n s t a n t l y make sure t h a t t h e c h i l d r e n g e t 
t h e b e n e f i t o f " s e e i n g " t h e q u e s t i o n s and d i s c u s s i o n s o f 
o t h e r s . A l s o s i g n i f i c a n t i n t h i s s tatement i s t h e t e a c h e r ' s 
d e s i r e t o f i n d a n o t h e r way t o c h a l l e n g e t h e c h i l d r e n and make 
demands upon them, a p a r t from t e l l i n g . The d e v e l o p i n g 
c o n v e r s a t i o n , i n such moments, was r e c o g n i z e d as a v e r y u s e f u l 
e v a l u a t i v e approach. 
"One moment t h a t r e a l l y stands o u t i s when one c h i l d , i n t h e 
f i n a l p a r t o f t h e P r o j e c t s t o o d up and s a i d , ' I don't know what 
t o do'! And t h e r e was...those k i d s g o t r e a l l y e m o t i o n a l about 
t h e s i t u a t i o n i n t h e drama, t h e y argued about i t and t h e y had 
a h a r d t i m e making up t h e i r mind. That day i n t h e 'conference 
room' you c o u l d r e a l l y f e e l t h e emotion r i s e i n those k i d s . " 
The c h i l d , making t h e s t a t e m e n t r e f e r r e d t o , demonstrated t o 
t h e t e a c h e r s t h a t he had an overview o f t h e whole problem. I t 
was a v e r y d r a m a t i c and focused moment i n t h a t p a r t i c u l a r 
phase and l e a d t h e group on t o w a r d f u r t h e r e x p l o r a t i o n s i n t h e 
C h a r t e r o f Human R i g h t s . I n t h a t phase, t h e c h i l d r e n ' s 
d i s c u s s i o n l a s t e d f o r a p p r o x i m a t e l y f o r t y - f i v e minutes, helped 
by t h e t e a c h e r - i n - r o l e as Mendoza. 
"The k i d s n o t i c e d t h e l i t t l e t h i n g s t h a t t h e t e a c h e r - i n - r o l e 
d i d and p i c k e d up a l o t on t h a t a f t e r w a r d s . The v i s u a l 
o p p o r t u n i t i e s o f t h e drama b r o u g h t a l o t o f t h a t o u t . " 
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The i m p o r t a n c e o f t h e v i s u a l channel i s r e f l e c t e d here. I n 
t h e P r o j e c t , t e a c h e r s became more aware o f t h e v a l u e o f t h e 
v i s u a l c h a n n e l , as w e l l as t h e c h i l d r e n ' s v i s u a l p r o c e s s i n g o f 
g r e a t d e t a i l . 
"They p i c k e d up a l o t from how t h e t e a c h e r - i n - r o l e behaved, 
and what t h e y saw t h e r e i n t h e t h e a t r e . " 
" S o c i a l l y , t h e y l e a r n e d a l o t . " 
T h i s s t a t e m e n t a l s o shows t h e v i s u a l p r o c e s s i n g which was 
r e c o g n i z e d by t e a c h e r s , p a r t i c u l a r l y when w o r k i n g i n r o l e . 
The r i c h environment o f t h e t h e a t r e , c o n t a i n i n g Natana's t e n t 
and o t h e r o b j e c t s was r e c o g n i z e d as necessary by t h e t e a c h e r s 
as t h e y r e c e i v e d feedback from t h e c h i l d r e n a f t e r such a 
phase. 
"They l e a r n e d how t o ask q u e s t i o n s , how t o l i s t e n t o o t h e r 
p e o p l e ' s q u e s t i o n s , how t o approach a person, and t h e y had t o 
s t a n d up on t h e i r own two f e e t and do i t . There was none o f 
t h i s , 'Someone e l s e w i l l do i t f o r me'." 
The c h i l d r e n were p r o v i d e d t h e o p p o r t u n i t y t o ask q u e s t i o n s i n 
t h e P r o j e c t . They were g i v e n t h e l e a d , something t h e t e a c h e r s 
c o n f i r m t h e y had t o work f o r i n t h e e a r l y stages o f t h e 
P r o j e c t . However, t h e c h i l d r e n gained an independence which 
t h e t e a c h e r s had n o t seen b e f o r e , because i t had never been 
asked f o r p r i o r t o t h e P r o j e c t . 
"The P r o j e c t was v e r y c h a l l e n g i n g , because a t one p o i n t t h e y 
had one person t e l l i n g them t h e y s h o u l d do t h i s and t h e n t h e y 
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meet a n o t h e r person who says, ' I don't want you t o do t h i s ' . 
And t h e y r e a l l y . . . I t h i n k t h e y have never weighed t h e 
consequences as h i g h l y as t h e y d i d i n t h i s P r o j e c t , because 
t h e y had h e l p i n s e e i n g t h e consequences from t h e t e a c h e r ' s 
two r o l e s as w e l l as from o u t s i d e t h e r o l e s w i t h t h e t e a c h e r s 
t h e m s e l v e s . " 
The v a l u e o f t h e number o f frames a v a i l a b l e i n t h e P r o j e c t 
f a c i l i t a t e d t h e c h i l d r e n i n e x p l o r i n g i m p l i c a t i o n s and 
consequences, a c h a l l e n g i n g area i n Deaf Education. As one 
t e a c h e r s t a t e d , "The problem o f i f . . . " . 
"The l e a r n i n g was much broader. Consequences you d e a l w i t h i n 
t h e c lassroom have t o do w i t h j u s t you as a person and how i t 
a f f e c t s you. But i n t h e drama i t was n o t j u s t a f f e c t i n g them 
p e r s o n a l l y , i t was a more g l o b a l consequence. I t was n o t j u s t 
b l a c k and w h i t e . T h i s t h e y had a much b e t t e r u n d e r s t a n d i n g o f 
because t h e y were r i g h t i n t h e s i t u a t i o n . And i t was p e r s o n a l 
a t t h e same t i m e because t h e y had c o n t a c t w i t h t hese two 
p e o p l e ( t h e t e a c h e r s - i n - r o l e ) . " 
T h i s s t a t e m e n t f u r t h e r v a l u e s t h e t e a c h e r - i n - r o l e c o n v e n t i o n 
i n p r o v i d i n g m u l t i p l e f r a m i n g ( v i e w p o i n t s ) f o r t h e c h i l d r e n t o 
t h i n k about. The s t a t e m e n t a l s o demonstrates t h e development 
i n t h e P r o j e c t from t h e p a r t i c u l a r t o t h e u n i v e r s a l s 
a v a i l a b l e . 
"Values i s n ' t something you can j u s t s i t down and t a l k about, 
t h e i r i d e a l s . There i s n o t h i n g v i s u a l you can show them. 
I t ' s a l l how you f e e l and how you t h i n k about t h i n g s . The 
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drama i s g r e a t because t h e k i d s g o t t o go t h e r e and see and 
i n t e r a c t w i t h a person ( t e a c h e r - i n - r o l e ) whom t h e y f i r s t saw 
as poor and funny, b u t t h e n , 'No, t h i s i s f i n e , i t ' s f i n e i f 
t h e y want t o l i v e t h i s way'. And i t means an a w f u l l o t t o 
some o f t h e s e k i d s h e r e , j u s t t o g e t t h a t e x p e r i e n c e . Where 
e l s e a r e t h e y g o i n g t o g e t t h a t k i n d o f experience?" 
How do we t e a c h concepts such as j u s t i c e ? The a b s t r a c t i s 
c o n c r e t i z e d i n t h e d r a m a t i c encounter w i t h Natana, as t h e 
c h i l d r e n engaged w i t h t e a c h e r s i n a t h i n k i n g / f e e l i n g way o f 
knowing such concepts. 
"The o b j e c t s we used were v e r y u s e f u l . They saw t h e f i s h and 
a t f i r s t t h e y j u s t l o o k e d a t i t and s a i d , ' F i s h ' . And t h e y ' d 
be t o u c h i n g i t . So t h e f i s h s t o o d f o r f i s h . Then t h e 
t e a c h e r - i n - r o l e asked them i f t h e y e a t f i s h . So i t s t o o d f o r 
f o o d . Then t h e y went from f i s h t o f o o d , t o work. Some o f t h e 
k i d s r e l a t e d t o t h a t because some o f t h e i r f a t h e r s f i s h , so 
t h e r e was common ground. Then t h e y went i n t o t h e l i f e c y c l e 
o f t h e f i s h , n o t back i n t h e classroom, b u t r i g h t t h e r e i n t h e 
drama w i t h t h e t e a c h e r - i n - r o l e . So she went i n t o t h e l i f e 
c y c l e o f t h e f i s h and i t means...it a c t u a l l y meant she went 
i n t o a symbolism o f e v o l u t i o n a t t h a t p o i n t t o o . But t h e main 
t h i n g i s , t h a t f i s h s t o o d f o r a l o t more t h a n j u s t a f i s h , i t 
sy m b o l i z e d t h e whole P r o j e c t r e a l l y . " 
The v a l u e o f t h e d r a m a t i c f i c t i o n i s t h a t i d eas and concepts 
were c o n t e x t u a l i z e d . Teachers f e l t t h a t ideas were b e s t 
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h a n d l e d i n t h e drama c o n t e x t , which i s t h e r i c h e s t p l a c e s t o 
t e a c h . 
The c h i l d r e n saw Natana's w o r l d t h r o u g h t h e f i s h a t t h i s stage 
o f t h e P r o j e c t . The f i s h was chosen because t h e c h i l d r e n 
w o uld have a background c o n n e c t i o n . 
" I l e a r n e d t h a t drama was much more o f a methodology t h a n j u s t 
a t o o l t o use i n a p a r t i c u l a r s i t u a t i o n . I t was a means o f 
enhancing t h e l e a r n i n g p rocess, a r e a l l y s t r o n g methodology 
t h a t I had n o t seen b e f o r e . " 
"We went from f i f t e e n minutes o f d i s c u s s i o n t o a whole 
a f t e r n o o n , l i k e an hour and a h a l f w i t h f o u r t e e n k i d s s i t t i n g 
down and w o r k i n g h a r d a t something." 
Teaches had f e l t , p r e - i m p l e m e n t a t i o n , t h a t c h i l d r e n would n o t 
be a b l e t o c o n c e n t r a t e f o r l o n g p e r i o d s o f t i m e . The t e a c h e r s 
were v e r y s u r p r i s e d a t t h e l e v e l o f c o n c e n t r a t i o n t h r o u g h o u t 
t h e P r o j e c t . C o n c e n t r a t i o n i s a m a t t e r o f m o t i v a t i o n and 
i n v e s t m e n t , and t h e p r e v i o u s c h i l d ' s comment, a s k i n g i f school 
had now t o s t a r t ( a f t e r s i x weeks o f t h e P r o j e c t ) bears t h i s 
o u t . 
"The d i s c u s s i o n s t h a t came o u t were more t h o u g h t f u l . I t h i n k 
t h e k i d s m u l l e d over t h i n g s more because t h e y had i n f o r m a t i o n 
f r o m t h r e e o r f o u r d i f f e r e n t ways ( f r a m e s ) . They were more 
w i l l i n g t o l e a r n i t and produce i t back t o you. The f a c t t h a t 
t h e y were d o i n g work f o r t h e t e a c h e r - i n - r o l e was more v a l u a b l e 
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t h a n a n y t h i n g e l s e . I t wasn't f o r t e a c h e r , n o t d r i v e n by 
t e a c h e r . I t wasn't j u s t t o p u t t h i n g s up on t h e w a l l . " 
L e v e l s o f t h e c h i l d r e n ' s engagement were seen by t e a c h e r s t o 
be i n t r i n s i c a l l y m o t i v a t e d as opposed t o e x t r i n s i c m o t i v a t i o n . 
"The drama was t h e v e h i c l e f o r a l l o f t h e work. The problems 
came up i n t h e drama, so t h e k i d s g o t i n t e r e s t e d i n them. So 
we went back t o t h e classroom s i t u a t i o n and t h e i n t e r e s t was 
h i g h e r , t o g e t s t u f f from t e x t b o o k s , from d i s c u s s i o n , t h e 
i n t e r e s t was h i g h e r . " 
The d r a m a t i c e n c o u n t e r s were h i g h l y v a l u e d by t h e t e a c h e r s as 
t h e P r o j e c t developed. High l e v e l s o f m o t i v a t i o n were 
c o n s t a n t l y r e p o r t e d f o l l o w i n g such en c o u n t e r s , and t h i s 
e n a b l e d t h e t e a c h e r , once o u t o f r o l e , t o work as a f o l l o w e r 
r a t h e r t h a n a l e a d e r . 
"The P r o j e c t b r o u g h t more p r o b l e m - s o l v i n g t h a t I have ever 
used b e f o r e . " 
" I n t h e p r o j e c t , t h e p r o b l e m - s o l v i n g was more because i t was 
r e l a t e d t o t h e drama. We had t o s e t up a problem, w e l l 
a c t u a l l y , we d i d n ' t even have t o s e t up t h e problem, t h e k i d s 
d i s c o v e r e d t h e problem. We, as t e a c h e r s knew we wanted them 
t o seek a problem, b u t we d i d n ' t have t o say, 'Look, we have a 
problem, what a r e we g o i n g t o do'? They t h o u g h t i t had become 
a problem themselves." 
Teacher's sense o f h e u r i s t i c t e a c h i n g ( t e a c h i n g i n a way i n 
wh i c h t h e c h i l d r e n d i s c o v e r f o r themselves) was p o s i t i v e l y 
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i n c r e a s e d . Teacher's i n c r e a s e d i n t e r e s t i n t h e t e a c h e r - i n -
r o l e e n c o u n t e r s was connected w i t h t h i s as t e a c h e r s s t r u c t u r e d 
t h e s e s s i o n s so t h a t t h e t e a c h e r - i n - r o l e d i d n o t g i v e answers 
o r s o l v e problems, o r t e l l . Rather, t e a c h e r s became more 
s k i l l f u l a t a v o i d i n g t h e t e l l i n g mode o f t h e t e a c h e r . 
" I n t h e r e g u l a r approach, u s i n g t h e t e x t b o o k s , t h e r e a r e 
a c t i v i t i e s , t h e r e a r e hands on t h i n g s t o do, w i t h r e s e a r c h 
p r o j e c t s ( i n t h e t e x t s ) . But t h e i n v e s t m e n t wasn't t h e r e i n 
t h e same way. I t ' s s t i l l t e a c h e r d i r e c t e d a l l t h e t i m e . " 
" I t h i n k t h e t h i n g t h a t made t h e d i f f e r e n c e ( i n t h e p r o j e c t as 
a whole) was t h e drama. I t h i n k t h e drama was t h e t h i n g f o r 
them, because i t g o t them i n v o l v e d more, m o t i v a t e d them, s e l f -
d i r e c t e d them. T h i s i s what I found, t h a t you m i g h t n o t f i n d 
i f you were d o i n g a u n i t from t h e t e x t b o o k . You would n o t 
have found t h e same i n t e r e s t l e v e l . I would r e g u l a r l y use 
some o f t h e same l e a r n i n g e x p e r i e n c e s , t h e f i n d i n g o u t , t h e 
d r a w i n g , p r e s e n t a t i o n s , b u t i t ' s t h e drama t h a t makes t h e 
d i f f e r e n c e . " 
T h i s s t a t e m e n t r e f l e c t s t h e l e v e l o f i n v e s t m e n t t h e c h i l d r e n 
developed i n t h e P r o j e c t . C h i l d r e n wanted t o r e s e a r c h , and 
s o l v e problems because t h e r e was something a t s t a k e i f t h e y 
d i d n o t , and something a t s t a k e i f t h e y d i d . 
"You knew i n t h e drama t h a t what you were t e a c h i n g was r e a l l y 
n e c e ssary t o t e a c h . Sometimes you're d o i n g something and you 
t h i n k , why am I d o i n g t h i s ? I s t h i s r e a l l y necessary? You 
know, you wonder about t h a t . Maybe t h e y a l r e a d y know t h i s . 
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But i n t h i s p a r t i c u l a r s e t t i n g o f t h e drama approach, when 
yo u ' r e w o r k i n g w i t h t h e c h i l d r e n i n t h e drama o r you're 
o b s e r v i n g more, o r you a r e i n r o l e w i t h them, you can r e a l l y 
see where you need t o i n t e r v e n e and where you can t e a c h . 
That's r e a l l y h e l p f u l . " 
T h i s s i g n i f i c a n t s t a t e m e n t r e v e a l s a w e l l known e x p e r i e n c e . 
How o f t e n do we t e a c h c h i l d r e n what t h e y know a l r e a d y . As 
Vygotsky has s t a t e d , "Good i n s t r u c t i o n i s t h a t which proceeds 
ahead o f development" (Davis^') . I t was c l e a r from t h e Teacher 
Support Group response t o t h e r e s e a r c h e r , t h a t what t h e 
c h i l d r e n know a l r e a d y i s n o t a q u e s t i o n t e a c h e r s were 
concerned w i t h (P. 106) . The v a l u e o f w o r k i n g c l o s e l y , i n 
c o l l a b o r a t i o n w i t h t h e c h i l d r e n i s a l s o r e f l e c t e d here. I t 
en a b l e d t h e t e a c h e r t o be more focused on what was r e l e v a n t 
and what was needed. 
"The l e a r n i n g e x p e r i e n c e was s i t u a t i o n a l . I n t h i s s i t u a t i o n 
o f t h e drama p r o j e c t , n o t h i n g was p r e - t a u g h t , so i f we 
r e q u i r e d language, i t would come r i g h t up on t h e s i t u a t i o n , 
come o u t r i g h t away." 
" I t i s a n a t u r a l way, n o t pr e - p l a n n e d , language come up 
n a t u r a l l y , as opposed t o p r e - p l a n n i n g , o r something t h a t ' s 
l a i d down f o r you t o t e a c h . L i k e i n a classroom, where you 
have a l r e a d y f o r m u l a t e d what's necessary t o do, i t ' s r e a l l y 
s t r u c t u r e d and planned. But when you are i n t h e drama, 
everybody's i d e a s come up, i t ' s j u s t a more n a t u r a l way o f 
d e a l i n g w i t h language and v o c a b u l a r y . " 
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The t e a c h e r s demonstrate a change from p r e - p l a n n i n g e v e r y t h i n g 
t o w a r d f e e l i n g secure t h a t what needed t o be t a u g h t would 
emerge i n t h e P r o j e c t , t h r o u g h t h e d r a m a t i c f i c t i o n . The 
c o n t e x t p r o v i d e d t h e p r a g m a t i c s u p p o r t r e f e r e n c e d from Carver 
(p. 2 9 ) , and t h e change from a one way f l o w , u n i v o c a l 
c l a s s r o o m , t o a d i a l o g u e approach i n which a l l " v o i c e s " were 
i m p o r t a n t was s u c c e s s f u l . 
Conception of the Learning Enviroiunent. 
"As f a r as t h e k i d s were concerned t h e y were d i r e c t i n g 
t h emselves. They had more c o n t r o l over what was happening i n 
t h e c l a s s r o o m . " 
"We changed t h e room p h y s i c a l l y changed i t . One area where 
t h e drama happened and o t h e r areas f o r o t h e r a c t i v i t i e s . The 
k i d s f e l l i n t o t h a t r e a l l y w e l l . They knew where e v e r y t h i n g 
was and t h e y c o u l d s e t i t up. We r e a l l y changed t h e 
cla s s r o o m . N o r m a l l y a c i r c l e o f desks and n o r m a l l y me up i n 
t h e f r o n t . I was always v i s i b l e , b u t n o t n e c e s s a r i l y i n 
c o n t r o l a t t h e f r o n t . I n t h e classroom I was j u s t p a r t o f i t , 
I was i n t e g r a t e d i n t o them and was p a r t o f t h e whole t h i n g . " 
"The environment was made r e a l l y by t h e c h i l d r e n as much as by 
us. B e f o r e , you m i g h t say t h e whole t h i n g was s t r u c t u r e d 
around t h e book, b u t t h e drama made i t much more f l e x i b l e and 
l o o s e r . " 
"We changed t h e classroom i n t o j u s t about whatever we needed. 
We t o o k o u t a l l t h e s t u f f from t h e w a l l s and r e a l l y b u i l t a 
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new environment a l t o g e t h e r . I t was a new p l a c e t o t h e k i d s 
and t o t h e t e a c h e r s . " 
"We worked i n a l o t o f d i f f e r e n t p l a c e s i n t h e p r o j e c t . The 
c l a s s r o o m , t h e c o n f e r e n c e room, t h e l i b r a r y , t h e t h e a t r e , and 
t h e s e p l a c e s had d i f f e r e n t e f f e c t s i n t h e P r o j e c t . When we 
met i n t h e c o n f e r e n c e room, i t r e a l l y f e l t r i g h t ? We r e a l l y 
d i d n ' t have t o p r e t e n d t h a t much, because we were i n a 
c o n f e r e n c e room. We used t h e c o r r i d o r s t o o , and t h e y g o t 
f i l l e d up w i t h a l l our work so we went r i g h t o u t o f t h e 
c l a s s r o o m a l t o g e t h e r i n a l o t o f ways." 
The t e a c h e r s a c h i e v e d a l o o s e r and more f l e x i b l e environment 
i n w h i c h m a t e r i a l s and r e s o u r c e s emerged from t h e c h i l d r e n ' s 
responses t o t h e c h a l l e n g e s o f t h e drama. Teachers 
r e l i n q u i s h e d t r a d i t i o n a l c o n t r o l s , even t h e i r t r a d i t i o n a l 
p l a c e a t t h e c e n t r e o f t h e classroom, f i n d i n g r e l a t i o n s h i p s 
more a c c u r a t e l y d e s c r i b e d as co-worker o r c o l l e a g u e on most 
o c c a s i o n s . 
Conception of the Teacher's Role. 
" I o n l y t r a n s m i t t e d i n f o r m a t i o n f o r f o u r p e r i o d s o u t o f s i x 
weeks. I never a c t u a l l y s t o o d up and t a u g h t a n y t h i n g . The 
r e s t o f i t t h e y g o t d i f f e r e n t l y . The r e s t o f i t t h e y remember 
b e t t e r , i f you want t o know." 
T h i s s i g n i f i c a n t s t a t e m e n t r e f l e c t s t h e change i n o r i e n t a t i o n 
f r o m t r a n s m i s s i o n t o t r a n s a c t i o n and even elements o f 
t r a n s f o r m a t i o n . Of course, a g r e a t d e a l was t a u g h t , w e l l 
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beyond t h e t e a c h e r s ' e x p e c t a t i o n s . The t e a c h e r s s t a t e d t h a t 
t h e y have covered what would n o r m a l l y t a k e a f u l l semester, i n 
h a l f a semester. 
"We worked a l o t . Oh, yes! More, and d i f f e r e n t l y . I guess i t 
was so new, you had t o t h i n k more. The i n t e g r a t i n g p a r t o f 
i t . I would l i k e t o t e a c h d i f f e r e n t l y t h a n I t e a c h , as f a r as 
g e t t i n g up and l e c t u r e , l e c t u r e , l e c t u r e . " 
T h i s c o n f i r m s t h e i n c r e a s e i n amount o f t e a c h e r work. 
Teachers c o l l a b o r a t e d more, p l a n n i n g t o g e t h e r as t h e P r o j e c t 
developed and t e a c h e r s responded t o t h e c h i l d r e n ' s needs. The 
r e f l e c t i o n o f l e c t u r e , l e c t u r e , l e c t u r e , a l s o c o n f i r m s t h e 
t r a n s m i s s i o n p o s i t i o n . 
"There was a l o t o f f i t t i n g concepts ( i n t h e c u r r i c u l u m ) i n t o 
t h e drama p r o j e c t . P l a n n i n g t h e d e t a i l s from which t h i s 
i n f o r m a t i o n i s g a i n e d . " 
Teacher p l a n n i n g n e c e s s a r i l y i n v o l v e d l o c a t i n g s i t e s i n t h e 
p r o j e c t from where v a r i o u s c u r r i c u l u m areas c o u l d f l o u r i s h . 
" I n t h e P r o j e c t , I r e a l i z e d h a l f way t h r o u g h how t o i n t e g r a t e 
t h e c u r r i c u l u m i n t o i t ( t h e drama). I was h a l f way t h r o u g h 
when I r e a l i z e d t h a t . I t was l i k e , w e l l , t h i s i s i t ! T h i s i s 
i t ! And I s a i d t o m y s e l f , I'm n o t g o i n g t o l o o k a t t h e 
c h a p t e r and make not e s and l o o k a t t h e t e a c h e r ' s g u i d e . I'm 
g o i n g t o go t o t h e b e g i n n i n g o f t h e book ( t e x t b o o k ) and l o o k 
up t h e m a j o r concepts and f o r g e t t h e t e x t b o o k . Then i t a l l 
f e l l i n t o p l a c e . " 
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"At f i r s t I was l o o k i n g a t t h e c h a p t e r and g e t t i n g s t u c k 
because I was t r y i n g t o g e t a l l t h e m a t e r i a l i n t h e book and 
use i t . A f t e r we d i s c u s s e d t h i s , I r e a l i z e d t h a t t h e P r o j e c t 
was t h e m a t e r i a l , and I c o u l d s t i l l cover a l l these 
u n d e r s t a n d i n g s and concepts i n t h e book, w i t h o u t u s i n g t h e 
m a t e r i a l i n t h e book. That was t h e f i r s t major s t e p . " 
"We had t o r e - l o o k a t e v e r y t h i n g . Look a t t h e whole 
c u r r i c u l u m i n s t e a d o f j u s t t h e segments we had been g o i n g 
t h r o u g h . We c o u l d t h e n say, O.K., we don't need t o work on 
any o f t h a t r i g h t now. T h i s (The P r o j e c t ) b r i n g s t h e g l o b a l 
and t h e i n d i v i d u a l s t u f f c o u l d f o l l o w o u t o f t h a t . I c o u l d 
b l e n d t h a t , I mean...I d i d n ' t have t o use t h e s t u f f i n t h e 
book. So you had t o r e - o r g a n i z e and t e a c h a t o t a l l y d i f f e r e n t 
sequence t h a n t h e book. But we c o u l d s t i l l say, we're g o i n g 
t o c o v e r t h a t , t h o s e i d e a s , themes, and i t f i t s i n and can 
come as a n a t u r a l p a r t o f t h e P r o j e c t . " 
The t e a c h e r s became more i n v o l v e d as c u r r i c u l u m p l a n n e r s . 
T h i s b r o u g h t a g r e a t e r sense o f c o n t r o l over t h e c u r r i c u l u m , 
w h i c h t e a c h e r s had p r e v i o u s l y f e l t t h e y would be d i v e r t e d away 
from. I t i s c l e a r t h a t t h e t e a c h e r and c h i l d r e n gained 
g r e a t e r access t o c u r r i c u l u m t h r o u g h t h e P r o j e c t . 
"You r e a l l y have t o s i t down and l o o k a t t h e whole t e x t b o o k , 
and p i c k i t t h r o u g h , and know what's g o i n g t o come o u t o f i t . 
I f you s t a r t by t h i n k i n g you have t o cover each word i n t h e 
back o f t h a t t e x t b o o k , you c a n ' t g e t anybody t o do a p r o j e c t 
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l i k e t h i s . I f you s t i l l t h i n k you have t o cover a l l t h e 
v o c a b u l a r y i n t h e back o f t h e t e x t b o o k , t h e n . . . " 
R e f l e c t e d i n t h i s s t a t e m e n t i s a sense from t e a c h e r s t h a t t h e 
o r i e n t a t i o n must change i f such approaches a r e t o be 
s u c c e s s f u l . Indeed, because drama makes sense i n h o l i s t i c , 
p r o b l e m - s o l v i n g o r h e u r i s t i c paradyms, as t h e r e s e a r c h e r 
s t a t e d e a r l i e r , change i s necessary because t h e y do n o t make 
sense i n a t r a n s m i s s i o n paradym. 
"The p r o j e c t s a r e v e r y h e c t i c . I t ' s q u i t e h a r d t o cope w i t h . 
You g e t b e t t e r a t i t . I must say I f e l t b e t t e r as t h e P r o j e c t 
k e p t r o l l i n g i n . I was s a y i n g . Whoa, I am exhausted. I 
wasn't g o i n g i n w i t h my l i t t l e s c r i p t and s t a n d i n g up t h e r e 
and s a y i n g w e l l , O.K., we're g o i n g t o do t h i s , and t h e n t h i s 
and I'm g o i n g t o ask q u e s t i o n s because I want them t o come t o 
t h i s c o n c l u s i o n . I went i n and i t was t h e k i d s , number one, 
who were n o t used t o i t and t h e y r e a l l y w a i t e d f o r me t o g i v e 
them t h e answers. And t h e y c o u l d n ' t accept t h a t I wasn't 
g o i n g t o g i v e them t h e answers." 
" I f you w a i t t o o l o n g i n t h e year t o do t h e p r o j e c t s , making 
t h e changes i s more d i f f i c u l t . They don't want t o change when 
you've worked your o l d way f o r s i x months." 
Both t e a c h e r and c h i l d r e n e x p e r i e n c e d changing classroom 
r e l a t i o n s h i p s . The c h i l d r e n demanded t h a t t e a c h e r p l a y 
t e a c h e r (as p r e v i o u s l y experienced) and t e a c h e r s had t o work 
b o t h s e n s i t i v e l y and f i r m l y t o c r e a t e t h e change. I t was 
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d u r i n g t h e s e changes t h a t t e a c h e r s f e l t t h e c u r r i c u l u m may be 
a t r i s k , u n t i l t h e new r e l a t i o n s h i p was e s t a b l i s h e d . 
" I had t o change. I had t o t r y t o calm m y s e l f and g i v e myself 
more energy. I a l s o had t o change i n t h a t I had t o be w i l l i n g 
t o f e e l c o m f o r t a b l e w i t h c o n f u s i o n i n t h e c l a s s , because i t ' s 
c o n f u s i o n , w e l l i t l o o k s l i k e c o n f u s i o n , b u t i t ' s n o t . A t 
f i r s t I f e l t , 'Oh, my God, we're n o t g o i n g t o g e t a n y t h i n g 
done, and t h e book i s s i t t i n g t h e r e and t h e k i d s a r e j u s t 
h a v i n g f u n ' . " 
" I f o u n d i t v e r y u s e f u l t o be d o i n g l e s s , i n a way, because I 
c o u l d s i t back and watch t h e c h i l d r e n u s i n g i n f o r m a t i o n and so 
on i n t h e i r work, i n t h e drama s i t u a t i o n . " 
The f i r s t p a r t o f t h i s s t a t e m e n t i s v e r y s i g n i f i c a n t , as i t 
r e l a t e s t o t h e r e s e a r c h e r ' s e a r l i e r coaching w i t h t e a c h e r s on 
t h e d i f f e r e n c e between maximum and minimum t e a c h i n g . Such 
c o n f u s i o n i s what an o u t s i d e o r u n t r a i n e d o b s e r v e r might 
p e r c e i v e . However, as t h e t e a c h e r s t a t e s , i t i s n o t 
c o n f u s i o n . Teachers' t o l e r a n c e o f " c o n f u s i o n " i n c r e a s e d , as 
t h e P r o j e c t developed, and a minimum mind-set enabled more t o 
be a c h i e v e d by t e a c h e r s . 
"The f i r s t c o u p l e o f weeks I was w o r r i e d . I t t o o k me a l o n g 
t i m e , t h e f i r s t two o r t h r e e weeks b e f o r e t h i n g s s t a r t e d t o 
f a l l t o g e t h e r and I c o u l d understand. I c o u l d see t h e k i d s 
were l e a r n i n g , and a l t h o u g h I wasn't g i v i n g them l i t t l e work 
s h e e t s o r r e g u l a r t e s t i n g o f i n f o r m a t i o n , a f t e r a w h i l e . 
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because t h e r e was so much more c o n v e r s a t i o n , t h e y were r e a l l y 
t e l l i n g me t h a t t h e y knew i t . And I f e l t f i n e about t h a t . " 
"As i d e a s came up from c h i l d r e n , I became much more a b l e t o 
t h i n k , 'Now, I ' d b e t t e r g e t a book on t h a t f o r tomorrow', o r 
' I guess I ' d b e t t e r push them a b i t more i n t h i s d i r e c t i o n o r 
t h a t d i r e c t i o n ' . " 
The s i g n i f i c a n c e i n t h i s s t a t e m e n t l i e s i n t h e t e a c h e r s ' 
i d e n t i f i c a t i o n o f t h e i n c r e a s e i n c o n v e r s a t i o n . Because t h e r e 
was a l a r g e i n c r e a s e i n d i a l o g u e a c t i v i t y , t e a c h e r s were a l s o 
engaging i n more e v a l u a t i o n work. A l s o , t e a c h e r was a l s o 
b e g i n n i n g t o r e a l i z e t h a t c h i l d r e n were indeed coming up w i t h 
good i d e a s , and e x p r e s s i n g what t h e y needed t o c a r r y o u t 
t a s k s . 
" I f o u n d t h a t my e x p r e s s i o n changed q u i t e a b i t . You know, 
l i k e 'What happened?' ( v e r y i n q u i r i n g l y ) . " 
As t h e r e s e a r c h e r s t a t e d e a r l i e r o f Woods, Woods, G r i f f i t h s 
and Howarth, t h e manner o f communication became an i m p o r t a n t 
p a r t o f t h e t e a c h e r s ' work. 
" I began t o use a d i f f e r e n t l e v e l o f q u e s t i o n i n g , c e r t a i n l y . 
I used a l o t more i n q u i r i n g t y p e q u e s t i o n s . When t h e c h i l d r e n 
b r i n g up q u e s t i o n s now, I f i n d t h a t I am n o t s a y i n g , ' I ' l l 
t e l l you l a t e r ' , o r something l i k e t h a t . I t h i n k I have 
become more open about i t . I n s t e a d o f i g n o r i n g i t , and 
because i t ' s something i m p o r t a n t t o them. We're g e t t i n g so 
much more covered t h a t I am sure t h e y are g o i n g t o know so 
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much more t h a n k i d s o l d e r t h a n them. I'm t a k i n g more t i m e t o 
d i s c u s s t h i n g s w i t h them, and I'm n o t d i s c u s s i n g i t as a 
t e a c h e r , l i k e I know e v e r y t h i n g . Now, I ' l l say, l i k e i n t h e 
p r o j e c t , ' I d o n ' t know', o r ' I wonder' o r 'I'm n o t sure about 
t h a t ' . " 
Teachers found t h e development o f q u e s t i o n i n g s k i l l s a v e r y 
i m p o r t a n t p a r t o f t h e i n - s e r v i c e work t h e r e s e a r c h e r c a r r i e d 
o u t . The use o f Wh-type q u e s t i o n s i n c r e a s e d , as t h e y had t o , 
i n o r d e r t o draw t h e c h i l d r e n i n t o an i n q u i r y mode. 
"The t e a c h e r - i n - r o l e i s a g r e a t m o t i v a t i o n . A g r e a t 
m o t i v a t i o n . The r o l e I used was r e a l l y n o t h i n g t o do w i t h 
s c h o o l , never asked a n y t h i n g about s c h o o l , never prompted f o r 
more i n f o r m a t i o n , j u s t t o o k what t h e c h i l d r e n gave and walked 
away. The p r o j e c t went w e l l because t h a t r o l e was a someone 
who had n o t h i n g whatsoever t o do w i t h s c h o o l , never t h e r e as a 
s u p e r v i s o r , never t h e r e as an a s s i s t a n t , b u t was t h e r e as 
somebody who a f t e r a t i m e was l e s s e r t h a n them ( t h e c h i l d r e n ) , 
a l m o s t , because t h e y were t h e e x p e r t s . " 
One v a l u e o f t h e t e a c h e r - i n - r o l e c o n v e n t i o n t h a t t h e 
r e s e a r c h e r had p o i n t e d o u t t o t e a c h e r s , was t h a t i t would 
enable t h e t e a c h e r s t o a l t e r t h e r e l a t i o n s h i p s i n t h e 
c l a s s r o o m most e f f e c t i v e l y . S i g n i f i c a n t i n t h i s s tatement i s 
t h e r o l e s t h e t e a c h e r was a b l e t o a v o i d . 
"When I came i n my r o l e , t h e r e was no permanence t o my 
p o s i t i o n t h e r e . Then I c o u l d go back and a c t as t e a c h e r again 
q u i t e c o m f o r t a b l y . I c o u l d h e l p t h e k i d s i n t h e r i g h t way." 
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T h i s s t a t e m e n t c o n f i r m s t h a t t h e t e a c h e r s were a b l e t o move i n 
and o u t o f r o l e e f f e c t i v e l y , as t h i s had been a concern i n t h e 
p l a n n i n g s t a g e s , (p. 133, 134, 136). 
" I f ound t h a t I c o u l d drop t h e r o l e o f t e a c h e r i n t h e 
c l a s s r o o m . I d i d i t i n two ways. I c o u l d t a k e o f f t h e 
costume, and t h e n say, ' I am t a l k i n g t o you as t e a c h e r ' , and I 
c o u l d remind t h e k i d s who I was and t h e n c a r r y on. And I 
c o u l d work as t e a c h e r and use t h e r o l e t o p u t t h e s i t u a t i o n 
back t o a p r o d u c t i v e one i f we g o t o f f t r a c k . " 
Teachers' e a r l y c o n c e p t i o n o f i n - r o l e work as a c t i n g a l s o l e a d 
t h e t e a c h e r s t o a m y s t i f y i n g response i f c h i l d r e n needed t o 
check t h e t e a c h e r s ' r o l e . L a t e r , t h r o u g h coaching, t e a c h e r s 
adopted t h e honest and t r u t h f u l response suggested by t h e 
r e s e a r c h e r . A l s o t h e removal o f costume and c l a r i t y o f 
c o n t r a c t r e p e a t e d by t h e t e a c h e r was f a r more e f f e c t i v e i n 
t e a c h i n g t h e c h i l d r e n how t o use t h e c o n v e n t i o n o f t e a c h e r - i n -
r o l e . 
" I f o u n d t h a t t h e l i t t l e t h i n g s t h a t I d i d i n r o l e were so 
s i g n i f i c a n t t o t h e k i d s , and t h e n i t was easy t o f o l l o w t h a t 
up a f t e r w a r d s , f o l l o w up a l l o f t h a t s t i m u l u s . " 
The l i t t l e t h i n g s were t h e n o n - v e r b a l t h i n g s , a g a i n c o n f i r m i n g 
t h e i m p o r t a n c e o f t h e v i s u a l channel. A g e s t u r e , f a c i a l 
e x p r e s s i o n , a movement away from t h e group was q u i c k l y 
i d e n t i f i e d by t h e c h i l d r e n a t s u b t l e l e v e l s which t h e t e a c h e r 
o f t e n f a i l e d t o see a t t h e t i m e . 
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"As t e a c h e r - i n - r o l e , I never t o l d them what t h e consequences 
would be, no. I t h i n k i t was more a c c e s s i b l e t h a t way, 
because t h e y saw t h e s i t u a t i o n from more t h a n one p o i n t o f 
v i e w . " 
The t e a c h e r s r e s i s t e d embedding consequences and i m p l i c a t i o n s 
i n t h e language t h e y used i n a d r a m a t i c encounter, l e a v i n g 
t h e s e t o be t h o u g h t o u t by t h e c h i l d r e n . Another example o f 
t e a c h e r s enabled n o t t o i n t e r v e n e t o o much, which t h e y found a 
v e r y d i f f i c u l t e x p e r i e n c e a t f i r s t . The t e a c h e r s a l s o c r e a t e d 
space f o r c h i l d r e n t o t h i n k and wonder. 
"One o f t h e t h i n g s t h a t I found v e r y h e l p f u l was w o r k i n g i n a 
team, we teamed up t o do t h e P r o j e c t . So you had some t i m e t o 
s i t back and watch t h e k i d s i n t e r a c t w i t h somebody e l s e . You 
c o u l d watch a c h i l d , s i t back and r e a l l y watch." 
The t i m e t o observe was a l s o c r e a t e d by encouraging t h e 
t e a c h e r s n o t t o i n t e r v e n e i n c h i l d r e n ' s a c t i v i t y as t e a c h e r s 
so o f t e n f e l t t h e y s h o u l d be d o i n g . 
" I f i n d now t h a t I observe more, and more o f t e n . I am 
becoming more o f an o b s e r v e r i n s t e a d o f a doer a l l t h e t i m e 
and I t h i n k t h a t s u r p r i s e d me. I t h i n k t h e r e were t i m e s , when 
i f you asked me, I would say I s t i l l p l a y d i r e c t o r b u t t h e n 
I ' d q u a l i f y i t . I'm n o t always t h e one who i s i n c o n t r o l and 
making t h e d e c i s i o n s a l l t h e t i m e . " 
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T h i s i n d i c a t e s t h a t t e a c h e r s have t a k e n t h e e x p e r i e n c e o f t h e 
P r o j e c t and a r e u s i n g i t i n o t h e r areas a f t e r t h e P r o j e c t was 
completed. The change i n o r i e n t a t i o n i s a l s o e v i d e n t . 
" I t h i n k I worked h a r d e r on t h e language I was g o i n g t o use i n 
t h e r o l e . That means I knew much more when I would use 
language t h a t t h e y would n o t un d e r s t a n d . " 
P l a n n i n g o f t h e Teacher-in-Role c o n v e n t i o n s l e a d t o t e a c h e r s 
b e i n g v e r y p a r t i c u l a r about language s e l e c t i o n , and 
i m p o r t a n t l y , u s i n g language t h e y knew t h e c h i l d r e n would n o t 
u n d e r s t a n d . 
" I was n o t i n c o n t r o l a t a l l when I was...I was r e a l l y j u s t a 
wor k e r l i k e everybody e l s e and I was b e i n g t o l d what t o do by 
t h e c h i l d r e n . I was s u r p r i s e d and r e a l i z e d t h a t t h e y have a 
good reason t o make some o f t h e d e c i s i o n s t h a t t h e y make. 
I t ' s g r e a t . They become more i n v o l v e d and d i d i t more 
f r e e l y . " 
The f i r s t p a r t o f t h e st a t e m e n t a g a i n i n d i c a t e s s i g n i f i c a n t 
s h i f t s i n r e l a t i o n s h i p s , m o s t l y t h r o u g h t h e t e a c h e r - i n - r o l e 
c o n v e n t i o n . The second p a r t r e f l e c t s t h e t e a c h e r ' s c o n c e p t i o n 
o f t h e p u p i l s , and p r e v i o u s low l e v e l s o f e x p e c t a t i o n . 
" I n r o l e , you don't have a s c r i p t , you don't know what 
language i s g o i n g t o come up as a r e s u l t o f t h e drama 
s i t u a t i o n . So, I wasn't always p r e p a r e d w i t h what I was go i n g 
t o say, o r p r e s e n t . But i f i t was d i f f i c u l t , I was a b l e t o 
202 
d e a l w i t h t h a t o u t o f r o l e l a t e r by g e t t i n g t h e k i d s t o 
r e f l e c t on what happened." 
Some concepts which arose i n t h e d r a m a t i c encounters were 
d e a l t w i t h i n t h e f o l l o w i n g r e f l e c t i o n phases i n t h e 
classr o o m . The t e a c h e r s g r e a t l y v a l u e d t h e s e phases t o 
diagnose and r e t u r n t o c e r t a i n concepts "as i f " t h e y had not 
known what had happened i n t h e d r a m a t i c encounter. Teachers 
were a b l e t o ask, " I wonder what she (Natana) meant by t h a t ? " 
and so on. 
" I f e l t more o f a peer t h a n a d i r e c t o r , AND I WAS MORE EXCITED 
ABOUT THAT, because I knew t h e y had t a k e n over t h e work and as 
a r e s u l t t h e y were making good d e c i s i o n s . " 
" I was more p a r t o f t h e group and a peer more so, i n t h e 
p r o j e c t t h a n I have ever been. That was n i c e t o i n t e r a c t w i t h 
t h e k i d s t h a t way. I j u s t became one o f t h e many numbers i n 
t h e r e . " 
Teachers were g e n u i n e l y e x c i t e d when t h e y saw c h i l d r e n t a k i n g 
t h e l e a d . T h i s shows how new an exp e r i e n c e t h i s P r o j e c t was, 
as t e a c h e r s moved from d i r e c t o r t o e n a b l e r . 
" I t was b e t t e r t o t e a c h language i n t h e d r a m a - i n - r o l e , because 
i t was v e r y n a t u r a l and i t was i n t h e s i t u a t i o n . I a l s o had 
much more t o h e l p me t o g e t language across because o f t h e 
drama s e t t i n g . " 
The v a l u e o f t h e drama s e t t i n g was t h e r i c h c o n t e x t i n which 
language was used n a t u r a l l y , and supporte d v i s u a l l y . 
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"My a t t i t u d e t o w a r d X changed. I t d e f i n i t e l y changed when he 
came over t o me, t h e day I was i n r o l e , and k i s s e d me. I t 
blew me away. Up t o t h a t p o i n t , X was becoming more p h y s i c a l 
w i t h me, you know s i t t i n g c l o s e r , g e t t i n g my a t t e n t i o n . X has 
a v e r y p r i v a t e p h y s i c a l space, and I remember, ' I CAN'T 
BELIEVE I T ! HE KISSED ME'! I c o u l d n o t have t h a t 
r e l a t i o n s h i p w i t h him b e f o r e . W i t h t h e o t h e r s b u t n o t X. I 
became more a c c e p t a b l e t o X a heck o f a l o t q u i c k e r i n r o l e 
t h a n i f I ' d j u s t been t e a c h e r . " 
I n r o l e , t h e t e a c h e r s gave d i f f e r e n t s i g n a l s t o c h i l d r e n and 
had d i f f e r e n t r e l a t i o n s h i p s w i t h them i n t h e classroom. I n 
t h i s case, t e a c h e r and c h i l d shared a r e l a t i o n s h i p n o t 
p o s s i b l e i n t h e r e a l i t y o f t h e classroom. 
" I f y o u ' r e t a k i n g s e r i o u s l y what you are d o i n g i n r o l e , t h e y 
do t o o , t h e y r e a l i z e t h a t t h e i r i d eas w i l l be s e r i o u s l y 
a c c e p t e d t o o . " 
The t e a c h e r s had t o work t h r o u g h t h e i r f e a r s , and sometimes 
embarrassment, w o r k i n g i n r o l e . The b e n e f i t s o f genuineness 
and a u t h e n t i c i t y a r e r e f l e c t e d i n t h i s s t a t e m e n t . 
" I w o u l d n ' t l i k e t o t h i n k t h a t I v a l u e d t h e c h i l d r e n ' s ideas 
more i n t h e p r o j e c t , b u t d e f i n i t e l y . . . I d i d . I t h i n k you 
r e a l l y want t o g e t t h e i r ideas and f e e l i n g s on e v e r y t h i n g i n 
o r d e r t o a c h i e v e t h e g o a l . I t ' s n o t j u s t t h a t , b u t as a 
r e s u l t o f b e i n g i n t h e s i t u a t i o n ( t h e drama p r o j e c t ) I t a k e 
t h e t i m e t o l i s t e n more, because t h e y do have i m p o r t a n t t h i n g s 
t o say. We t a l k e d , i n our p l a n n i n g s e s s i o n s , about l e t t i n g 
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them t a k e ownership, make d e c i s i o n s , and i f t h e y ' r e g o i n g t o 
make d e c i s i o n s , you have g o t t o l i s t e n t o them. And you've 
g o t t o l i s t e n t o why t h e y a r e d o i n g t h e t h i n g s t h e y are do i n g . 
Once you've been exposed t o t h a t , you s t a r t t o c a r r y i t over 
and use i t e v e r y day." 
T h i s s t a t e m e n t r e f l e c t s t h e t r a n s m i s s i o n s t a n c e , i n which t h e 
c h i l d r e n ' s i d e a s a r e l e s s necessary, i f a t a l l . The t e a c h e r 
has c l e a r l y r e f l e c t e d on t h e change t h e P r o j e c t b r o u g h t i n 
t h i s p a r t i c u l a r case and i n d i c a t e s a change i n p r a c t i c e . I t 
would be re a s o n a b l e t o assume t h a t t e a c h e r s do v a l u e 
c h i l d r e n ' s i d e a s and l i s t e n t o them. However, i t i s t h e 
r e s e a r c h e r ' s b e l i e f t h a t , as t h e statement suggests, 
c h i l d r e n ' s i d e a s and views need t o be s t r u c t u r e d f o r and n o t 
l e f t t o chance. 
"You have t o be p r e p a r e d i n t h e sense t h a t you can go o f f on a 
t a n g e n t . " 
P l a n n i n g and p r e p a r a t i o n t o o k on a d i f f e r e n t meaning i n t h e 
P r o j e c t , t o w a r d p r e d i c t i v e p l a n n i n g as opposed t o t e a c h e r 
d e c i d i n g e v e r y t h i n g . 
"We c o u l d have used t h e t e a c h e r - i n - r o l e approach a l l year 
l o n g . The r o l e was a v e r y i m p o r t a n t p a r t o f e v e r y t h i n g we 
d i d . " 
"The k i d s f e l t v e r y c l o s e t o t h e r o l e and t h e y wanted t o show 
h e r t h a t t h e y u n d e r s t o o d . The r o l e was such a w o n d e r f u l 
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t h i n g . Even i n our other work, the c h i l d r e n wanted to show 
the r o l e what they had achieved." 
" I t h i n k , working i n r o l e helps you to work outside of the 
l i m i t a t i o n s of being a teacher." 
Perhaps the most s i g n i f i c a n t i s the t h i r d statement. The 
conceptions of, and assumptions about, drama-as-method have 
c l e a r l y changed. Rather than f e e l i n g t h a t using drama-as-
method might be d i v e r s i o n a r y , i t has created new p o s s i b i l i t i e s 
f o r t e a c h e r s to work beyond some of the c o n s t r a i n t s they 
experience. Also, the c h i l d r e n found, i n the r o l e s teachers 
played, 'people' who were genuinely i n t e r e s t e d i n what they 
knew and thought, as w e l l as s h a r i n g a common t a s k or problem 
wi t h them. I t was both i n the dramatic encounters with the 
r o l e s and classroom planning and r e s e a r c h work t h a t Smith's 
idea (p. 23) of l e a r n i n g being a shared task, with c h i l d r e n 
and t e a c h e r s as equals, was epitomized. Perhaps the 
c h i l d r e n ' s d e s i r e to share with the r o l e , t h e i r work, a l s o 
r e f l e c t s previous perceptions of teacher. 
" I t h i n k the biggest problem was the time required f o r 
planning and preparation. The time i t takes to get ready. 
But t h a t was the f i r s t time." 
I t was o f t e n the case t h a t t e a c h e r s wanted to move ahead too 
q u i c k l y due to l a c k of knowledge of the approach. Future 
p r o j e c t s , while b e n e f i t t i n g from pre-planning, should not need 
the same amount of time f o r these t e a c h e r s . 
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"The funny t h i n g i s , the k i d s have to be given the chance and 
the r e s p o n s i b i l i t y to produce what they want t o . " 
As the r e s e a r c h e r has s t a t e d , i f we want c h i l d r e n to take 
r e s p o n s i b i l i t y as c r e a t o r s and producers, then t h i s must be 
s t r u c t u r e d f o r . 
" I became a resource provider, r a t h e r than leading them to 
i t . " 
A f u r t h e r i n d i c a t i o n of the change of r o l e of the teacher 
toward e n a b l e r / f a c i l i t a t o r , and the c h i l d r e n as a c t i v e 
l e a r n e r s . 
" I d i dn't teach l i k e I r e g u l a r l y do and I got as much, w e l l , I 
got more i n t o them than I normally do on c e r t a i n t o p i c s . " 
Teachers c l e a r l y covered more work during the P r o j e c t than 
they p r e v i o u s l y would s e t as goals f o r a semester. 
"What I enjoyed about working i n r o l e was working as peer i n 
some s i t u a t i o n s , i n v o l v i n g a d i f f e r e n t kind of rapport with 
the k i d s . Being r e l a x e d with them and following t h e i r lead. 
That was always i n t e r e s t i n g . S t i l l being i n c o n t r o l , but i t 
being more r e l a x i n g . " 
T h i s statement shows t h a t the teacher f e l t i n c o n t r o l while 
working as a "peer". A balance became p o s s i b l e f o r the 
t e a c h e r between leading and following. The w i l l i n g n e s s to 
f o l l o w i s a s i g n i f i c a n t step i n i t s e l f . 
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" I t h i n k t h a t i n the past I have f e l t t h a t I had to t e l l 
c h i l d r e n t h i n g s i n order t h a t they learned them. Yes, I think 
so, yes. I t h i n k I am s t i l l t e l l i n g c h i l d r e n things, but I'm 
not t e l l i n g them i r r e l e v a n t things now? ( I n the P r o j e c t ) . I'm 
not t e l l i n g them information they don't give a hoot about as 
much." 
The r e f l e c t i o n of a one way t r a n s m i s s i o n mode i s obvious here. 
The amount of "teacher t e l l i n g " a c t i v i t y was c l e a r l y reduced. 
Of equal i n t e r e s t i s t h a t the statement i m p l i e s the t e a c h e r s ' 
f r u s t r a t i o n a t apparently teaching c h i l d r e n i r r e l e v a n t things 
i n the p a s t . The shared nature of the P r o j e c t enables the 
t e a c h e r to see t h a t what i s being worked on i s r e l e v a n t to 
both the c h i l d r e n and the teacher. 
E v a l u a t i o n . 
"The t h i n g which s u r p r i s e d me was t h a t I was able to evaluate 
what they were l e a r n i n g by watching them. I t (the P r o j e c t ) 
became observable l e a r n i n g . 
The approach c r e a t e d time and opportunity f o r teachers to 
observe, and engage i n e v a l u a t i v e a c t i v i t y . 
" I was not g i v i n g them l i t t l e worksheets, or I wasn't doing 
r e g u l a r t e s t i n g of information. A f t e r a while, the 
c o n v e r s a t i o n t h a t came out t o l d me t h a t they knew i t . " 
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" I n the drama i t was much e a s i e r to get k i d s to t e l l others 
t h i n g s . And you could evaluate them. You knew who didn't 
understand what was going on, you j u s t knew." 
"Because there was so much i n t e r a c t i o n , I didn't have to stand 
t h e r e and ask them to r e g u r g i t a t e f o r me or e x p l a i n something 
to me." 
"Normally, the k i d s don't give much information. But i n the 
drama, every time we went back to the classroom they would be 
ready to go. And i t was easy to evaluate what had been 
grasped and what was needed. 
" E v a l u a t i o n . Well, then you're i n r o l e i n the drama with the 
k i d s , you can r e a l l y see what's happening f o r them." 
"We gave vocabulary t e s t s on the information i n the p r o j e c t 
which they r e a l l y d id w e l l on compared to other u n i t t e s t s . " 
Teachers and c h i l d r e n , engaged i n dialogue together i s noted 
as a v a l u a b l e e v a l u a t i o n experience by the te a c h e r s . The 
immediacy of a dialogue approach i s p a r t i c u l a r l y h i g h l i g h t e d . 
Teachers a l s o a p p l i e d t h e i r "normal" t e s t s and ev a l u a t i o n 
approaches, f i n d i n g the c h i l d r e n more s u c c e s s f u l through being 
i n the P r o j e c t . 
" A f t e r the P r o j e c t was over, we were doing something on the 
question of what would happen a f t e r the b i r d s were a l l gone. 
And they went through the evolutionary l i f e c y c l e l i k e t h a t ! 
They had the whole thing, and t h a t ' s not a l l . What we say i s 
so hard to teach the deaf k i d s i s the a b s t r a c t . But th a t i s 
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t o t a l l y a b s t r a c t , and they had i t as i f i t were t h e i r l e f t 
shoe. No probleml" 
F u r t h e r evidence of the r e t e n t i o n and t r a n s f e r e n c e of the 
P r o j e c t experience to other areas a f t e r P r o j e c t completion. 
"X has very l i m i t e d w r i t i n g s k i l l s , but her drawing i s very 
v e r y good. When she s t a r t e d drawing we knew how much she had 
grasped. I must say a l s o , t h a t X wrote a l e t t e r during the 
p r o j e c t , and wrote much b e t t e r than she ever had i n the past. 
But i t was through her a r t work t h a t we could see how much she 
had got." 
Other modes of e v a l u a t i o n were used i n the P r o j e c t , 
p a r t i c u l a r l y f o r c h i l d r e n with strengths other than i n E n g l i s h 
Language. 
" I f we had noted more about the c h i l d r e n a t the beginning, I 
t h i n k we would have seen more development. I know you asked 
us to, but i t was so busy." 
The r e s e a r c h e r had asked teachers to keep p r o f i l e s of 
i n d i v i d u a l c h i l d r e n , but these did not m a t e r i a l i z e much to the 
r e g r e t of both r e s e a r c h e r and tea c h e r s . The p r o f i l e s were not 
intended f o r t h i s t h e s i s , but to enable the teachers to see 
i n d i v i d u a l development more s w i f t l y . 
" I f they went to the programme now, a f t e r the p r o j e c t , I would 
f e e l very comfortable t h a t they could handle anything the book 
could ask them to do." 
210 
Concerns about curriculum being covered have c l e a r l y 
disappeared i n t h i s statement. 
" I f e e l I have evaluated more. I j u s t didn't put the pen and 
paper treatment on i t . I evaluated more areas than I normally 
would. I look a t the report card t h a t I have to f i l l out i n 
June, and I am going to add a new s e c t i o n - how I f e e l about 
the k i d s during the drama p r o j e c t . I'm going to w r i t e a 
s p e c i a l s e c t i o n on t h a t . There are so many things you can 
miss i n r e g u l a r classroom a c t i v i t y , l i k e i n group 
i n t e r a c t i o n . " 
The personal development, emotional, s e l f - c o n c e p t s i d e of 
education, which t e a c h e r s f e l t was important, but not d e a l t 
w i t h i n the curriculum has c l e a r l y been a l a r g e development i n 
the P r o j e c t . Teachers w i l l communicate about t h a t development 
to p a rents. I t i s s i g n i f i c a n t t h a t a "new" s e c t i o n w i l l need 
to be added to Report Cards. 
" I n the drama, what you would normally ignore or dismiss...one 
of the t h i n g s about t h i s approach was t h a t you had to deal 
with i t r i g h t now. The things t h a t you might miss i n the 
r e g u l a r classroom become important i n the drama. I t can't 
w a i t u n t i l i t ' s too l a t e . " 
Vygotsky s t a t e s of play t h a t what goes unnoticed i n r e a l l i f e 
becomes s i g n i f i c a n t i n play. T h i s f i n a l statement resonates 
w i t h the value and power of drama - t h a t events, i s s u e s , 
themes, ideas or people are given s i g n i f i c a n c e i n drama. 
T h i s concludes the p r e s e n t a t i o n of the data. 
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Chapter S i x Conclusions 
The o r i e n t a t i o n of drama-as-method i s t r a n s a c t i o n a l and 
t r a n s f o r m a t i o n a l . The r e s e a r c h e r ' s b e l i e f , a t the outset of 
t h i s work, and with the experience of fourteen years of 
t r a i n i n g t e a c h e r s to use drama as s u b j e c t , method and event, 
was t h a t , to simply drop The Labrador P r o j e c t i n t o a 
dominantly t r a n s m i s s i o n o r i e n t e d approach, would be to f a i l . 
I n t h i s sense, the problem of t r a i n i n g any teachers i s how to 
e f f e c t a change i n o r i e n t a t i o n . 
The ' a c t u a l ' of the innovation p r o f i l e , i n i t i a l meetings and 
planning, r e v e a l s t h a t the teachers are dominantly oriented 
toward a t r a n s m i s s i o n s t y l e of teaching. The teachers 
a t t r i b u t e t h i s p r i m a r i l y to t h e i r i n i t i a l t r a i n i n g experiences 
as undergraduates and as graduate students i n the s p e c i a l area 
of education of the deaf. However, f u r t h e r c o n s t r a i n t s are 
evident i n the form of the t e a c h e r s ' conceptions of 
c u r r i c u l u m . A l l t e a c h e r s remarked on the weight of curriculum 
which they f e l t they had to get through. Though some teachers 
s t a t e d c l e a r l y t h a t they were prepared to be f l e x i b l e because 
of the s p e c i a l context they were working i n . At the same 
time, t h e r e was a deep sense of n e g l e c t i n g the curriculum i n 
the e a r l y phases of planning the drama as method work. I n one 
case t h i s extended through the implementation phase and even 
i n r e f l e c t i o n afterwards. 
A l l t e a c h e r s f e l t a dilemma between the academic and non-
academic needs of the c h i l d r e n . Though the development of 
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a f f e c t i v e areas of the c h i l d r e n i s known to be important, the 
c o g n i t i v e i s dominant. The a f f e c t i v e i s not seen as p a r t of 
the curriculum, y e t t e a c h e r s s t r e s s the importance of 
r e c o g n i z i n g t h i s a rea. 
The t e a c h e r s were c r i t i c a l of themselves and of the curriculum 
c o n s t r a i n t s under which they function, p a r t i c u l a r l y of the 
o r g a n i z a t i o n a l aspects of time and teaching arrangements, and 
expressed f r u s t r a t i o n a t the amount of work they have to do. 
Teachers see themselves as d i r e c t o r s , information g i v e r s , at 
times a t the mercy of the textbook and the guides provided. 
The dominant image which the teachers used were " t e l l e r " , and 
" d i r e c t o r " . 
During the implementation, the g r e a t e s t amount of response i s 
the personal category. I n p a r t i c u l a r , the teachers s t r e s s 
t h a t moving from a t e l l i n g - d i r e c t i n g p o s i t i o n toward a 
h e l p i n g , enabling and f a c i l i t a t i n g p o s i t i o n i s f r u s t r a t i n g and 
d i s t u r b i n g . T h i s change i s the most d i f f i c u l t and demanding 
one f o r a l l the t e a c h e r s . Used to being a t the center of the 
classroom, c o n c e p t u a l i z i n g themselves i n other, often lower 
s t a t u s r e l a t i o n s h i p s with c h i l d r e n , i s a major d i f f i c u l t y . 
T h i s problem i s p a r t i c u l a r l y evident i n the classroom s e s s i o n s 
of the P r o j e c t . The P r o j e c t u t i l i z e s s e v e r a l spaces, the 
c h i l d r e n meeting the t e a c h e r - i n - r o l e i n the t h e a t r e and the 
conference room. I n these spaces, the teachers were 
s u c c e s s f u l . The space i t s e l f contained s i g n s which supported 
the t e a c h e r i n p r e s e n t i n g the r o l e . However, i n the 
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classroom, the t e a c h e r s returned to p l a y i n g t h e i r r e g u l a r 
r o l e s f o r the most p a r t . A l l teachers s t r e s s e d the use of the 
t e a c h e r - i n - r o l e as b r i n g i n g s i g n i f i c a n t developments fo r 
themselves i n a personal way. The b e n e f i t s of working i n r o l e 
with the c h i l d r e n , w i t h i n the drama, cannot be underestimated. 
The t e a c h e r s c l e a r l y enjoyed t h i s way^of working and developed 
confidence i n , and understanding of, the function of the 
convention. The t e a c h e r - i n - r o l e convention enabled the 
t e a c h e r s to work beyond the c o n s t r a i n t s of classroom teacher. 
T h i s was p a r t i c u l a r l y evident to the teachers when a r o l e was 
brought i n to the classroom. The use of the t e a c h e r - i n - r o l e 
convention c l e a r l y enabled the teachers to function i n other 
r e l a t i o n s h i p s with the c h i l d r e n . 
The r e s e a r c h e r notes t h a t i n classroom a c t i v i t y , i n 
p r e p a r a t i o n phases f o r the meeting with Mendoza, and the 
planning of the journey, the language and the behavior of the 
t e a c h e r s showed t h a t they were often i n the p o s i t i o n of 
d r i v i n g the c h i l d r e n . One aim of the P r o j e c t was to enable 
the t e a c h e r s to f u n c t i o n i n r o l e both i n and out of the 
classroom. Taking a r o l e i n the classroom s e t t i n g , as a 
member of the Expedition Team, was much more d i f f i c u l t f o r the 
t e a c h e r s a t f i r s t . However, as the teachers began to see the 
c h i l d r e n take ownership of the planning work, t h i s became 
e a s i e r . They needed such s i g n a l s from the c h i l d r e n q u i c k l y , 
and the r e s e a r c h e r needed to slow down t h i s demand and 
encourage the t e a c h e r s to wait. Together with t h i s , the 
r e s e a r c h e r encouraged the teachers to consider what the 
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minimum l e v e l of a c t i v i t y was which they needed to do i n order 
to be s u c c e s s f u l . T h i s coaching s t r a t e g y enabled the teachers 
to r e f l e c t on the image of the classroom. As the teachers' 
l e v e l s of a c t i v i t y decreased i n these areas, the teachers 
gained time and r e l a x e d i n t o the P r o j e c t . As a r e s u l t of 
t h i s , the t e a c h e r s were able to take more time to engage i n 
questioning s t r a t e g i e s with the c h i l d r e n designed to deepen 
the c h i l d r e n ' s involvement i n the P r o j e c t . Increased 
observation of c h i l d r e n by the teacher was a l s o f a c i l i t a t e d by 
the slowing down of teacher a c t i v i t y . 
T h i s enabled the te a c h e r s to recognize the value of observing 
the c h i l d r e n more and so i n c r e a s e t h e i r e v a l u a t i o n of what was 
happening i n the classroom. 
As the planning and implementation phases progressed, the 
t e a c h e r s became much more concerned with the impact of the 
P r o j e c t beyond themselves. T h e i r concerns were f o r the 
c h i l d r e n and t h e i r parents, and the impact of the innovation 
on them. I t was q u i t e c l e a r a f t e r the point of implementation 
t h a t the t e a c h e r s were experiencing e l a t i o n a t t h e i r success 
and attendant i n c r e a s e s i n t h e i r expectations of c h i l d r e n . 
T h i s i s evidenced i n the t e a c h e r s ' concerns to take command of 
the work. 
The t e a c h e r s f e l t great b e n e f i t i n the team teaching s i t u a t i o n 
which was a new experience and the value of c o l l a b o r a t i o n with 
c o l l e a g u e s was emphasized i n the t e a c h e r s ' comments. 
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C o n c e p t u a l i z i n g implementation as a process means t h a t time 
becomes extremely important. Implementation as an event, a 
one day workshop or i n s e r v i c e , i s q u i c k l y dispatched as the 
' r e a l ' world i s once again present. I f implementation i s to 
be s u c c e s s f u l , such work must become par t of t h a t ' r e a l ' 
world, and the r e s e a r c h e r , curriculum developer, must enter 
i n t o i t . As one does so, one becomes conscious, not only of 
the r e a l i t i e s of t e a c h e r s , but of one's own. This brings an 
interdependent p e r s p e c t i v e i n which implementation becomes a 
shared o b j e c t i v e as opposed to t e s t i n g whether teachers can do 
i t or not. Such a c o l l a b o r a t i v e approach echoes the values 
and assumptions of the medium of drama. Most importantly, 
with l i t t l e or no r e s e a r c h a v a i l a b l e , as f a r as the researcher 
could d i s c o v e r , and no teacher experience i n schools for the 
deaf, according to Harte's survey, one must r e l y on the 
p r o f e s s i o n a l knowledge and judgement of those at the center of 
educating deaf and hearing impaired c h i l d r e n - the teachers. 
Teacher awareness of drama-as-method was expected to be low or 
non-existent. None of the teachers had experienced drama 
education, or drama-as-method before e i t h e r i n t r a i n i n g or i n 
other teaching experience. Teachers conceptualized the 
innovation as something t h a t would take time out of "what 
r e a l l y had to be done". The conception of drama was as e x t r a -
c u r r i c u l a r and not r e l a t e d to the work of the classroom. 
I t i s not enough to f u r n i s h the classroom with drama a c t i v i t y . 
The room, the house, has to change. I t i s not enough to 
expect t e a c h e r s to implement drama-as-method, bringing only 
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t h e i r imagination and a w i l l i n g n e s s to be f l e x i b l e . Access to 
s p e c i a l i s t knowledge and s k i l l s i s needed i f implementation of 
t h i s type of work i s to be s u c c e s s f u l . 
I n r e f l e c t i o n , following the drama-as-method work, the 
t e a c h e r s were comfortable t h a t not only had they reached t h e i r 
c u r r i c u l u m o b j e c t i v e s but had exceeded them. The teachers 
s t a t e d t h a t they had covered the work, they normally do i n one 
f u l l semester, i n one h a l f semester. Often the work the 
c h i l d r e n were engaged i n was of a higher grade l e v e l and 
c h i l d r e n achieved more h i g h l y than p r e v i o u s l y expected. 
Teacher expectations of c h i l d r e n increased d r a m a t i c a l l y during 
the P r o j e c t . I n some i n d i v i d u a l cases, teachers completely 
r e v i s e d conceptions of these c h i l d r e n . Teachers' conceptions 
of the c h i l d r e n changed as the motivation l e v e l s of the drama 
st i m u l a t e d i n c r e a s e d focused a c t i v i t y by the c h i l d r e n . T h i s , 
i n t u r n , c r e a t e d the opportunity for the teachers to see i n 
p r a c t i c e t h a t the c h i l d r e n ' s involvement i n the drama would 
l e a d to the c h i l d r e n t e l l i n g the teachers what they needed as 
opposed to needing to be l e d by the teacher. T h i s development 
aided the t e a c h e r s i n changing t h e i r conceptions of t h e i r r o l e 
i n t o f a c i l i t a t o r and enabler as the c h i l d r e n took c o n t r o l of 
the d i r e c t i o n of the P r o j e c t . 
The t e a c h e r s note t h a t the drama P r o j e c t had enabled the two 
a r e a s of c o g n i t i v e and a f f e c t i v e to work as a dynamic unity as 
opposed to separate systems. The l e v e l of the c h i l d r e n ' s 
emotional investment i n l e a r n i n g was a s i g n i f i c a n t new 
experience f o r the t e a c h e r s . The teachers did not expect such 
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high l e v e l s of emotional engagement, and a t f i r s t i t took the 
t e a c h e r s by s u r p r i s e as c h i l d r e n engaged with the t e a c h e r - i n -
r o l e . At moments of c o n f l i c t and t e n s i o n i n the drama, the 
t e a c h e r s were a t f i r s t unsure how to handle such a response. 
I t was as i f f o r the f i r s t time the teachers were seeing t h i s 
s i d e of the c h i l d r e n i n the t e a c h i n g / l e a r n i n g s i t u a t i o n . At 
the climax of the drama, the c h i l d r e n were a r t i c u l a t e and 
committed, demonstrating an overview of the whole problem. 
T h i s a l s o s u r p r i s e d the teachers and lead to f u r t h e r r e -
c o n c e p t u a l i z a t i o n s of the c h i l d r e n . 
The t e a c h e r s were very s u r p r i s e d a t the sheer amount of work 
which the c h i l d r e n created. Children who had w r i t t e n only one 
sentence p r e v i o u s l y were w r i t i n g two s i d e s of E n g l i s h . But 
perhaps of most s i g n i f i c a n c e was the r e a l i z a t i o n t h a t the 
c h i l d r e n had ideas, and s t r a t e g i e s f o r d e a l i n g with the 
problems i n the drama which demonstrated understanding and an 
a p p r e c i a t i o n f o r i m p l i c a t i o n s and consequences. 
The dominant concerns of the cooperating teachers i n t h i s 
study were to do with the drama-as-method approach, and the 
pedagogical i m p l i c a t i o n s of The Labrador P r o j e c t . The 
cooperating t e a c h e r s did not demonstrate concerns which spoke 
to deafness, or the use of drama-as-method i n t h i s context of 
deaf education. I n t h i s sense, the r e s e a r c h shows that 
t e a c h e r s of the deaf have the same problems as teachers of the 
hearing, i n r e l a t i o n to implementing drama-as-method. 
However, there were areas of concern expressed by cooperating 
t e a c h e r s , and i d e n t i f i e d by the researcher, which are c l e a r l y 
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s p e c i a l to the deaf education context. I n the co n s t r u c t i o n of 
The Labrador P r o j e c t , the r e s e a r c h e r took p a r t i c u l a r care to 
dev i s e many o p p o r t u n i t i e s f o r the v i s u a l channel to be opened 
up f o r the c h i l d r e n . The v i s u a l channel was the most 
important component of The Labrador P r o j e c t , because t h i s i s 
the prime pr o c e s s i n g channel of the c h i l d r e n . Using drama 
enabled r i c h responses to t h i s necessary channel. There were 
many o p p o r t u n i t i e s i n The Labrador P r o j e c t f o r the v i s u a l 
p r o c e s s i n g of information, purposely s t r u c t u r e d f o r i n the 
work. (See Appendix 9 ) . 
T h i s s p e c i a l area d e f i n e s the d i f f e r e n c e which e x i s t s and 
should be focused i n implementing drama-as-method i n deaf 
education. I t i s a v i t a l element because of the one area 
which, i n t h i s study, emerges as d i f f e r e n t i a t i n g the deaf 
education context from the hearing one. T h i s area i s 
communication and language. Even so, only 11 of the 236 
statements presented i n the data show d i r e c t concern for t h i s . 
The implementation of drama methods by the teachers was 
s u c c e s s f u l . For the tea c h e r s involved, i t was regarded as a 
major t r a n s f o r m a t i o n a l experience. Most s a t i s f y i n g , from the 
r e s e a r c h e r ' s p o s i t i o n , was t h a t teachers became l e s s concerned 
w i t h l o s i n g " c o n t r o l of ideas i n the classroom", as C e c i l y 
O ' N e i l l s t a t e s (Language A r t s , Vol. 66, 1989). 
The words of T i l l i n g h a s t and Hockersmith, a t the beginning of 
the study, c a l l e d f o r oppo r t u n i t i e s f o r c h i l d r e n to 
p a r t i c i p a t e i n r e a l l i f e experiences i n the classroom, and, 
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t h a t c h i l d r e n be conceptualized as t h i n k e r s and problem 
s o l v e r s , c e n t r a l to the l e a r n i n g process. T h i s has been 
achieved by the tea c h e r s cooperating i n t h i s study. Also the 
' r e a l ' experience of the drama became a place, where c h i l d r e n 
could not only concentrate t h e i r knowledge and ideas, but a l s o 
a r i c h source of information and s o c i a l encounters. 
Hockersmith's c h a l l e n g i n g statement, "We cannot a f f o r d to 
teach them what we know" (Cognition, Education and Deafness, 
1985) s t i m u l a t e d much d i s c u s s i o n between the rese a r c h e r and 
te a c h e r s throughout t h i s period. I f we are to respond to t h i s 
c h a l l e n g e e f f e c t i v e l y , we must " l i s t e n " to c h i l d r e n and enter 
i n t o dialogue with them. As one teacher s t a t e d , " I f they're 
going to make d e c i s i o n s , you have to l i s t e n to them" (p. 126). 
Framing the drama P r o j e c t i n t h i s problem-solving and in q u i r y 
o r i e n t a t i o n f a c i l i t a t e d the t e a c h e r s ' moves away from t h e i r 
e x i s t i n g approaches, and enabled the use of drama-as-method to 
make sense. F u r t h e r developments of t h i s work may involve 
extending the use of drama to the department l e v e l . However, 
such developments would r e q u i r e cooperation a t the 
a d m i n i s t r a t i o n and school board l e v e l . 
T h i s study has l a i d the foundation for f u r t h e r r e s e a r c h . The 
development of drama-as-method i n the school has contributed 
to the f u r t h e r development of drama as a whole-school-concept. 
I t i s the r e s e a r c h e r ' s hope t h a t the foundations l a i d through 
t h i s work can lead to f u r t h e r study of drama i n deaf 
education, curriculum and communication. 
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The i n c r e a s i n g i n t e r e s t i n i n t e r a c t i v e i n s t r u c t i o n a l 
p r o c e s s e s , i n f l u e n c e d l a r g e l y by the work of Vygotsky, c r e a t e s 
an i n c r e a s i n g l y powerful frame through which teachers can view 
the v i t a l r o l e of drama a t the center of the teaching/learning 
experience i n deaf education. 
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Appendix l (Referenced from page 45) 
The Labrador P r o j e c t - O u t l i n e . 
Presented to t e a c h e r s . F a l l 1987, 
(STRUCTURE) 
P a r t A 
O b j e c t i v e : 
To have c h i l d r e n l e a r n 
( t h r o u g h drama) some aspects 
o f I n u i t c u l t u r e , p r o v i d i n g 
t h e chance t o engage w i t h an 
as p e c t o f t h e i r own c u l t u r e 
as a means o f u n d e r s t a n d i n g 
and p e r c e i v i n g t h e w o r l d o f 
a n o t h e r . 
Part B 
I n d u s t r i a l 
C o n s e r v a t i o n 
Way o f L i v i n g 
Other way o f p e r c e i v i n g t h e 
w o r l d . 
Needs. Progress. 
Plan: 
Through 'phases' t h e p u p i l s 
w i l l be engaged i n 
d e v e l o p i n g a body o f common 
knowledge; a r e s p o n s i b i l i t y 
t o w a r d s r e s o u r c e s needed f o r 
' t h e i r ' community t o 
f u n c t i o n and t h e e x e c u t i o n 
o f an e x p l o r a t i o n t o f i n d 
t h e s e r e s o u r c e s . 
Why we need o i l , gas, 
m e t a l s , from t h e e a r t h . 
Weather s t a t i o n s , s c i e n t i f i c 
bases. 
P a r t i c i p a n t r o l e s - e x p e r t s 
i n t h e f i e l d , t e a c h e r . 




P u p i l s a r e engaged i n 
c o l l e c t i n g examples o f 
r e s o u r c e s needed f o r t h e i r 
community. Wood t o b u r n , 
o i l f o r c a r s and h e a t i n g , 
w a t e r f o r c o o k i n g and 
washing t h i n g s , m e t a l f o r 
making t h i n g s , chemicals f o r 
f a c t o r i e s , e t c . , a c o l o r i n g 
book, c o l l a g e work, p a i n t i n g 
and d r a w i n g , p i c t u r e s and 
p h o t o s , and, a c t u a l 
examples, o b j e c t s on a 
p r e s e n t a t i o n t a b l e which can 
be added t o as t h e s e t h i n g s 
become a v a i l a b l e , i s a 
suggested approach. 
C o l o r i n g book - (EXERCISE) 
Co l l a g e work - v i s u a l images 
- s m a l l s c a l e p r o j e c t s on 
re s o u r c e s , photographs, e t c . 
D i s c u s s i o n o f f i n d i n g s , 
t h e i r uses and p r o p e r t i e s . 
P r e s e n t a t i o n o f f i n d i n g s . 
Common area o f knowledge -
What would we do w i t h o u t 
these? 
Phase Two: 
A document appears on t h e 
cla s s r o o m w a l l , o r a l e t t e r 
i s r e c e i v e d announcing t h e 
a r r i v a l o f t h e C h i e f O f f i c e r 
o f AEC ( A r c t i c E x p l o r a t i o n s 
Company). I t e x p l a i n s t h e 
work o f t h e AEC/or C h i e f . A 
d i s c u s s i o n i s s t i m u l a t e d 
Or, t e a c h e r i n t r o d u c e s AEC 
and t a k e s t h e r o l e - o r , 
d i s c u s s i o n o f needs i f 
e x p e d i t i o n was t o be t a k e n , 
o r s m a l l group work on 
p l a n n i n g e t c . 
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around t h i s document. The 
t e a c h e r - i n - r o l e as C h i e f o f 
t h e E x p l o r a t i o n s Company 
a r r i v e s and t a k e s g r e a t 
i n t e r e s t i n t h e p u p i l s ' 
work. She d i s c u s s e s w i t h 
t h e p u p i l s t h e need f o r 
r e s o u r c e s and be g i n s t o 
e x p l a i n h e r j o b w i t h AEC. 
••You seem t o know a g r e a t 
d e a l about t h e r e s o u r c e s I'm 
i n t e r e s t e d i n . I had b e t t e r 
e x p l a i n why I'm her e . My 
j o b i s t o e x p l o r e , f i n d ! 
d i s c o v e r ! new r e s o u r c e s . 
The k i n d you've been w o r k i n g 
on, t h a t we need f o r . . . . w e l l 
you know t h e k i n d o f t h i n g I 
mean! My Company has g i v e n 
me t h e j o b o f f i n d i n g t h e s e 
i n t h e A r c t i c . I ' l l show 
you where. ( T e a c h e r - i n - r o l e 
uses v i s u a l a i d s , maps o f 
A r c t i c ) . T h i s r e g i o n i s 
c o l d , i n h o s p i t a b l e , and 
dangerous. But, i t i s t h e 
p l a c e where our peo p l e , our 
g e o l o g i s t s , and s c i e n t i s t s 
Reports from c l a s s t o 
t e a c h e r i n r o l e - d i s c u s s i o n 
T e a c h e r - i n - r o l e as AEC 
C h i e f , v a l u e s what t h e 
c h i l d r e n know. 
V i s u a l a i d s o f A r c t i c , 
Type o f i n s t a l l a t i o n t h e 
Team w i l l be concerned w i t h 
can be decided. 
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say o i l , p r e c i o u s m e t a l s , 
and (water?) c h e m i c a l s can 
be found i n g r e a t 
q u a n t i t i e s . My j o b i s t o 
mount an e x p e d i t i o n and f i n d 
them. Once found, m i n i n g 
can b e g i n and t h e s e 
r e s o u r c e s can be b r o u g h t 
back t o t h e f a c t o r i e s t o be 
used. Now, I'm l o o k i n g f o r 
peo p l e t o j o i n t h i s 
e x p e d i t i o n and work f o r AEC. 
I'm l o o k i n g f o r h i g h l y 
s k i l l e d and d e d i c a t e d 
w o r k e r s who know what 
t h e y ' r e about and can ' b r i n g 
home t h e bacon', i f you know 
what I mean! ( T e a c h e r - i n -
r o l e can suggest j o b s i f 
t h e r e i s no r e s p o n s e ) . "I'm 
l o o k i n g f o r d r i l l e r s , 
d i g g e r s , cooks, people who 
know maps, and people who 
know how t o s u r v i v e i n t h i s 
k i n d o f c o u n t r y and who know 
about r e s o u r c e s ! The pay 
and c o n d i t i o n s a r e good and 
i t ' s i n t e r e s t i n g work f o r 
Begi n n i n g o f ' c o n t r a c t ' 
P i c t u r e s o f workers i n t h e 
A r c t i c c a r r y i n g o u t v a r i o u s 
o p e r a t i o n s and j o b s , might 
be i n c l u d e d here. 
D a i l y r o u t i n e , 
r e s p o n s i b i l i t i e s f o r each 
c h i l d , s m a l l groups o r 
p a i r s . 
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t h o s e who can do the s e 
t h i n g s . 
Phase Three: 
The P l a n n i n g o f t h e 
E x p e d i t i o n . The p u p i l s a r e 
engaged i n p l a n n i n g t h e 
e x p e d i t i o n i n d e t a i l . 
Equipment, t o o l s , s t o r e s and 
t r a n s p o r t , m e d i c a l s e r v i c e s 
and o r g a n i z a t i o n , e t c . The 
t e a c h e r works w i t h them i n 
r o l e as a team member, and 
t h e C h i e f o f AEC w i l l r e t u r n 
t o d i s c u s s w i t h them t h e i r 
p l a n s f o r t h e j o b l a t e r . 
The LEARNING RESOURCE CENTRE 
i s v i t a l a t t h i s stage - i t 
must be a b l e t o respond t o 
t h e c h i l d r e n i n t h e i r search 
and demand f o r i n f o r m a t i o n 
( w h i l e some o f t h i s can be 
p r e - a r r a n g e d ) . The C h i e f 
w i l l r e t u r n and have 
' d i s c u s s i o n s ' w i t h t h e 
e x p e d i t i o n team and t h e y 
w i l l need t o be w e l l 
p r e p a r e d . Map making. 
Having ' c o n t r a c t e d ' i n 
p u p i l s as e x p e r t s , b e g i n t o 
engage i n p l a n n i n g . 
Resource c e n t r e , v i t a l here 
and t e a c h e r r e s o u r c e s . 
C h i l d r e n w i l l need t o go t o 
Resource Centre. 
I f p u p i l s ask q u e s t i o n s o f 
' C h i e f a t t h i s t i m e -
suggest these are l i s t e d f o r 
t h e meeting o r , ask i f t h e y 
need t o speak t o t h e Chi e f 
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v i s u a l a i d s o f m e t a l s and 
r e s o u r c e s can be c o l l e c t e d , 
r o u t e s and p l a n s can be 
des i g n e d , f o o d r e q u i r e m e n t s , 
e t c . can be d e t a i l e d ready 
f o r t h e mee t i n g w i t h t h e 
C h i e f . P u p i l s may rehe a r s e 
t h e p r e s e n t a t i o n s f o r t h e i r 
p a r t i c u l a r ' j o b groups' 
ready f o r t h e meeting. 
L i s t s made, c a l c u l a t i o n s 
complete t h e mee t i n g b e g i n s . 
and arrange a way, perhaps 
by t e l e x , f a x o r l e t t e r . 
Phase Four: 
C h i e f a r r i v e s - meeting 
b e g i n s (perhaps some 
d i s c u s s i o n s t a k e p l a c e 
' i n f o r m a l l y ' ) . The C h i e f 
q u e s t i o n s , f o c u s e s , demands, 
e t c . r a i s i n g t h e s t a t u s and 
c o n t i n u a l l y a f f i r m i n g t h e 
e x p e r t i s e o f t h e e x p l o r e r s . 
A c o n t r a c t i s s t r u c k and t h e 
C h i e f p r e s e n t s a document, a 
c o n t r a c t f o r t h e 'workers' 
t o s i g n , welcomes them i n t o 
t h e AEC and much i s made o f 
t h e e x p e d i t i o n t o come. A 
Lead i n s l o w l y t o t h e 
meeting, r e - e s t a b l i s h i n g 
r o l e s / j o b s e t c . and t h e 
C h i e f . Look a t , and be 
i n t r o d u c e d t o t h e work t h a t 
has been done. An ' a c t u a l ' 
c o n t r a c t can be used o r a 
c l a s s l i s t . 
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d a t e f o r t h e t r i p i s 
suggested and t h e C h i e f 
l e a v e s ready t o r e t u r n a t 
t h e a p p o i n t e d t i m e . 
Phase F i v e : 
The j o u r n e y . The t e a c h e r 
i n v i t e s t h e p u p i l s t o 
'imagine' t h e j o u r n e y . The 
t e a c h e r ' t a l k s t h r o u g h ' t h e 
scene a t t h e d o c k s i d e and 
t h e crew's f i n a l 
p r e p a r a t i o n s ; " E v e r y t h i n g 
had been checked and 
accounted f o r and a l l t h a t 
was l e f t was t o board s h i p 
and s a i l f o r t h e Labrador. 
I t was a c o l d day, b u t 
b r i g h t , and team members 
s t a y e d by t h e r a i l o f t h e 
s h i p waving t o f r i e n d s on 
t h e q u a y s i d e . While t h e 
j o u r n e y was a s h o r t one, a 
m a t t e r o f days, t h e 
e x p e d i t i o n p a r t y d i d n o t 
s t o p work. I t was t h e i r j o b 
t o check s u p p l i e s and 
equipment, r e - r e a d maps and 
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p l a n s , check c o - o r d i n a t e s 
f o r d r i l l i n g and t e s t i n g , 
g e n e r a l l y make su r e a l l was 
ready. They were a b l e t o 
r e s t f o r s u r e , b u t t h e t a s k 
ahead was always uppermost 
i n t h e i r minds and s l e e p was 
l o s t making s u r e e v e r y t h i n g 
had been checked." 
Phase S i x : 
The 'Real' Journey. 
A f t e r t h e 'imagined j o u r n e y ' 
p u p i l s a r e i n v i t e d t o w r i t e 
a b out, draw, e t c . t h e 
j o u r n e y t o t h e A r c t i c . T h i s 
i s p l a c e d on t h e f l o o r o r 
w a l l , such t h a t t h e 
e x p e d i t i o n group can walk 
around i t and see t h e 'whole 
j o u r n e y ' (now a c o l l e c t i v e 
j o u r n e y ) imagined by t h e 
group. D i s c u s s i o n , t a l k 
a b o u t , e t c . 
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Phase Seven: 
The A r r i v a l a t t h e Survev 
S i t e . 
The School T h e a t r e serves as 
t h e s i t e w h i c h w i l l be 
surve y e d and measured f o r 
d r i l l i n g . M a t e r i a l 
p r e p a r e d , i . e . p i c t u r e s o f 
m e t a l s e t c . w i l l be 
assembled and a camp w i l l be 
made. People t a l k about t h e 
t a s k i n hand, t h e j o b s t o be 
done tomorrow. They s e t t l e 
t o s l e e p . 
An area o f t h e Theatre 
( l a n d ) i s t o be d e s i g n a t e d 
f o r d e t a i l e d e x p l o r a t i o n 
- t h e area w i l l be measured 
o u t and ta p e used t o c r e a t e 
t h e area 
- examples o f rocks -
p i c t u r e s w i l l be used t o s e t 
up a survey area - Posts 
used t o t i e o f f t h e area t o 
be i n v e s t i g a t e d . 
Phase E i g h t : 
The Great Wind. 
An i c e s t o r m t h r e a t e n s t h e 
p a r t y , (sound e f f e c t s ? ) The 
t e a c h e r - i n - r o l e now works as 
an I n u i t woman. She e n t e r s 
and urges t h e p a r t y i n t o h e r 
I g l o o t o a v o i d t h e stor m . 
She can speak E n g l i s h and 
e x p l a i n s what i s happening. 
Once i n s i d e t h e I g l o o , she 
makes them c o m f o r t a b l e and 
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b e g i n s t o t a l k w i t h them -
'You a r e n o t from here?' 
( C h i l d r e n r e p l y ) 
'You a r e n o t from here - you 
do n ' t see what I see. When 
wind comes - s i g n o f storm -
snow f e a t h e r s on wi n d s i d e 
o f t h e mountain t e l l s me 
s t o r m comes - sky c l e a r -
sky moves - f i r s t from e a s t 
t h e n f r o m west - c l o u d s move 
- sometimes sound o f i c e 
t e l l s me - b u t we a r e s a f e 
h e r e - i g l o o i n good p l a c e -
p r o t e c t e d from winds. You 
n o t f r o m here - why a r e you 
here? Are you here t o f i s h ? 
D i s c u s s i o n f o l l o w s ceremony 
o f welcome - f o o d and d r i n k . 
Woman e x p l a i n s husband (and 
c h i l d r e n ) away a t t h e h u n t . 
Her work and 
r e s p o n s i b i l i t i e s -
s t o r y t e l l i n g - e t c . 
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Phase Nine: 
The C o n f l i c t . 
'Why a r e you here? (What a r e 
t h e s e l i s t s - p i c t u r e s ) . 
But i f you work here w i l l I 
have t o move?' Animals are 
a f r a i d o f dynamite, 
e x p l o s i o n s , t h e y w i l l go, I 
w i l l have no f o o d . W i l l you 
use dynamite i n t h e i c e ? 
W i l l f r i g h t e n s e a l away. 
You say you w i l l t e a r l a n d 
up and mountain away. T h i s 
i s my home h e r e . You a r e 
welcome h e r e , b u t why do you 
do t h e s e t h i n g s ? D i s c u s s i o n 
ensues - t h e i r purposes and 
Natana's. She e x p l a i n s t h e 
i m p o r t a n c e o f h e r way o f 
l i f e and asks them t o l e a v e . 
Throughout, t h e t e a c h e r - i n -
r o l e encourages and works 
f o r d i a l o g u e . 
Phase Ten: 
Natana -
Why do you need t h e s e 
t h i n g s ? T h i s o i l and t h e 
m e t a l s you speak o f ? 
They r e t u r n t o see Natana 
a f t e r h a v i n g c o n s i d e r e d t h e 
s i t u a t i o n i n t h e classroom 
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AEC - (Children) 
We use t h e s e f o r our c a r s 
and f o r f a c t o r i e s - t o make 
t h i n g s t h a t we need. 
Natana -
But I have l i v e d h e r e , and 
my a n c e s t o r s f o r many 
g e n e r a t i o n s , and now I would 
have t o l e a v e i f you do 
t h e s e t h i n g s . T h i s i s my 
land...You have no r i g h t t o 
do t h i s i f you do my l i f e 
w i l l go...my way o f l i v i n g 
t o o , I have n o t h i n g a g a i n s t 
'you' b u t you see what would 
happen t o me i f you do t h i s ? 
I f you come, o t h e r s w i l l 
t o o . . . 
AEC - (Children) 
You c o u l d work w i t h us, g e t 
a j o b w i t h t h e AEC...You 
c o u l d e a r n money t o buy 
t h i n g s w i t h . . . 
Natana -
I have heard o f t h o s e who 
have done t h i s . . . t h e y have 
l o s t t h e o l d ways and now 
t h e y d o n ' t know who t h e y a r e 
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anymore... t h e y do n o t bel o n g 
i n y o u r w o r l d , anymore t h a n 
you b e l o n g i n mine. They 
have s u f f e r e d i n t h e shanty 
towns t h a t t h e Government 
has b u i l t . . . t h e y have come 
t o r e l y on t h e 'money' t h a t 
t h e Government g i v e s 
t h e m . . . p r i c e s f o r f o o d a t 
t h e s t o r e s a r e h i g h and t h e 
peo p l e cannot l i v e , t h e r e i s 
i l l n e s s and no work...the 
p e o p l e do n o t want t o l i v e 
l i k e t h i s . . . t h e y want t o go 
back t o t h e o l d ways, h u n t , 
f i s h and f o l l o w t h e o l d 
t r a d i t i o n s . . . 
AEC - ( c h i l d r e n ) 
But you have t o go w i t h t h e 
t i m e s . . . y o u c o u l d send y o u r 
c h i l d r e n t o s c h o o l , t h e y 
c o u l d l e a r n t h e r e . . . 
Natana -
What would t h e y l e a r n ? 
Would t h e y l e a r n t h e ways o f 
our f o r e f a t h e r s ? My 
c h i l d r e n a r e I n u i t , t h e y a r e 
n o t w h i t e . I f t h e y went t o 
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s c h o o l t h e y would l e a r n t h e 
ways o f t h e w h i t e s and t h e n 
what - t h e y would come home 
and n o t know me 
anymore... The q u e s t i o n here 
i s n o t e d u c a t i o n . . . f o r my 
c h i l d r e n w i l l l e a r n t h i n g s 
h e r e . . . t h e q u e s t i o n i s 
e d u c a t i o n f o r what? W i l l 
y o u r e d u c a t i o n t e l l them how 
t o s u r v i v e here? I f a p o l a r 
bear cub i s t a k e n away from 
i t s mother...and t a k e n t o 
y o u r home...it w i l l n o t 
l e a r n how t o s u r v i v e i n i t s 
t r u e home...then one day i t 
w i l l g e t t o o b i g f o r you t o 
l o o k a f t e r and you w i l l l e t 
i t go back and i t w i l l 
d ie...because i t doesn't 
know what t o do. Or y o u ' l l 
p u t i t i n a zoo f o r people 
t o l o o k a t and i t w i l l be a 
p r i s o n e r f o r a l l i t s 
l i f e . . . W o u l d you do t h i s t o 
my c h i l d r e n ? 
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AEC - (Children) 
But we need f a c t o r i e s and 
c a r s , e t c . 
Natana -
You do. I do n o t . I do n o t 
l i v e i n t h e c i t y and I do 
n o t w i s h t o . . . F o r t h o s e who 
w i s h t o , I have no d e s i r e t o 
say t h e y s h o u l d n o t , b u t f o r 
me t h i s i s my home and my 
l i f e . . . I am perhaps t o o o l d 
t o c h a n g e . . . I f someone came 
t o y o u r home...where do you 
l i v e ? . . . a n d s a i d you must 
change how would you 
f e e l . . . I f I came and s a i d 
l i v e my way, do t h e t h i n g s I 
do, do n o t go t o s c h o o l and 
l e a r n y o u r ways, don't l i v e 
i n a house, d o n ' t have c a r s 
o r t e l e v i s i o n s , cinemas, b u t 
s t a r t work when you a r e 10 
y e a r s o l d — h o w would you 
d e a l w i t h t h a t ? I f t h e o l d 
s k i l l s , t h e o l d ways go, 
t h e y w i l l never come 
b a c k . . . f o r no one w i l l know 
how t o do them, and 
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e s p e c i a l l y , no one w i l l know 
why t o do them. I f my 
c h i l d r e n went t o y o u r s c h o o l 
would t h e y speak i n 
I n u k t i t u k ? I f t h e y d i d n ' t , 
o u r language would a l s o be 
l o s t . How would you f e e l i f 
you went t o s c h o o l and were 
n o t a l l o w e d t o speak 
E n g l i s h ? What i s y o u r 
language? What i s t h a t you 
a r e d o i n g ( g e s t u r e s 
s i g n i n g ) . (As t h e 
d i s c u s s i o n goes, so t h e 
t e a c h e r may d e c i d e on a 
r e f l e c t i v e phase, p r i o r t o 
t h e r e t u r n o f t h e C h i e f ) . 
R e f l e c t i o n -
What has happened i n our 
drama? 
What d i d you do i n our 
drama? 
Why d i d you do such and 
such? 
What would happen i f . . . ? 
What w i l l happen i f . . . ? 
I n t r o d u c e s i d e a o f 
s i m i l a r i t y between h e r s e l f 
and t h e c h i l d r e n . (Language 
and h i s t o r y ) . 
C h i l d r e n w r i t e Mendoza, 
e x p l a i n i n g t h e s i t u a t i o n . 
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Why do you p e o p l e do such 
and such? 
What c o u l d we do t o 
u n d e r s t a n d more about such 
and such? 
Phase El e v e n : 
C h i e f - meets w i t h AEC 
w o r k e r s 
"What's g o i n g on? T h i s area 
needs t o be mapped o u t f o r 
t h e s u r v e y . Why have you 
n o t f i n i s h e d ? ( D i s c u s s i o n 
i n r o l e between C h i e f and 
AEC w o r k e r s ) . T h i s 
d i s c u s s i o n phase ( i n r o l e ) 
may l e a d t o a p o i n t o f 
d e c i s i o n making and 
r e s o l u t i o n o r i t may n o t . 
F u r t h e r i n v e s t i g a t i o n may 
d e v e l o p , q u e s t i o n s and more 
knowledge may be needed by 
t h e group. T h i s open 
endedness i s f i n e ; t h e drama 
may l e a d t o more e n q u i r y 
about t h e I n u i t , t h e AEC 
Company. Do we r e a l l y need 
a l l t h e s e t h i n g s ? How can 
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we l e a r n more? What k i n d s 
o f s i t u a t i o n s c o u l d we 
e x p l o r e t h a t may t e l l us 
more? (Us i n g Drama 
E d u c a t i o n ) . I f we go i n t o 
t h e area and mine, e t c . how 
w i l l t h a t change t h i n g s and 
what m i g h t happen i n t h e 
f u t u r e ? Are t h e r e examples 
o f t h i s i n r e a l l i f e we can 
e x p l o r e ? Can we l o o k a t 
s i t u a t i o n where people have 
been moved - what has 
happened t o them and t h e i r 
way o f l i f e ? What a r e t h e y 
a s k i n g f o r now t h a t t h e y 
have t r i e d t h e ' o t h e r ' way 
o f l i v i n g ? D i d i t work? 
What a r e some o f t h e answers 
t o t h i s s i t u a t i o n ? Who can 
t e l l us? Where do 'we' 
f i g u r e i n t h i s story/drama? 
What do we t h i n k o f i t and 
how do we see t h e s i t u a t i o n 
( h a v i n g been on t h e i n s i d e ) ? 
Are t h e r e o t h e r ways o f 
c o p i n g , d e a l i n g w i t h t h i s ? 
What k i n d s o f ways - what 
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k i n d s o f d e c i s i o n s c o u l d be 
made? How and what would be 
needed t o make them? Are 
t h e r e o t h e r s who a r e i n t h e 
same p o s i t i o n as t h e I n u i t ? 
How does Canada s t a n d on 
t h e s e m a t t e r s ? Look a t t h e 
Canadian C h a r t e r o f Human 
R i g h t s . 
Some change o f r o l e and o r 
frame may be needed here -
C o u n c i l o f Human R i g h t s -
I n u i t R e p r e s e n t a t i v e s -
L o c a l b u s i n e s s - AEC Company 
- t h e media - R e p o r t e r s - A 
'meeting' w h i c h i s s e t up 
c o u l d b r i n g t o g e t h e r t h e 
p o s i t i o n s and p o i n t s o f view 
o f a l l t h e p a r t i e s i n 
q u e s t i o n . P r e s e n t a t i o n s can 
be made ( u s i n g t h e r o l e s ) -
consequent areas o f outcome 
may i n c l u d e , w r i t i n g , 
d i s c u s s i o n , p r e s e n t a t i o n , 
v i s i t i n g speakers, f u r t h e r 
p r o j e c t work, e t c . 
'Progress means Change' 
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Development means 
R e s p o n s i b i l i t y . 
We a l l have needs. 
We a l l connect. 
M i n o r i t y groups s u f f e r 
w i t h o u t laws t o p r o t e c t 
them. 
Land ownership i s 
c o n t i n u o u s . 
E d u c a t i o n -
Self-Government - N a t i v e 
C o u n c i l s 
C u l t u r e - C u l t u r a l S u r v i v a l Leading t o f u r t h e r work 
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Appendix 2 
Curriculiun Areas Covered Through the P r o j e c t . 
The Drama E d u c a t i o n as Method P r o j e c t i s designed t o enable 
t h e Teacher/s to implement a v a r i e t y o f c u r r i c u l u m areas. The 
P r o j e c t demonstrates how t h e Drama does n o t d i v e r t t h e t e a c h e r 
o r c h i l d r e n away from t h e c u r r i c u l u m , b u t more d i r e c t l y i n t o 
i t . The c h i l d r e n g a i n access t o t h e c u r r i c u l u m areas t h r o u g h 
l e v e l s o f e n t r y a t m o t i v a t i o n and i n v e s t m e n t l e v e l s . The 
c h i l d r e n come t o t h e m a t e r i a l because t h e y need t o and n o t 
because t h e t e a c h e r i s d i r e c t i n g them t o . The f o l l o w i n g 
c u r r i c u l u m areas were l o c a t e d i n t h e P r o j e c t by c o o p e r a t i n g 
t e a c h e r s . 
S o c i a l S t u d i e s . 
Resources - I n t r o d u c t i o n t o m i n e r a l s , c l a s s i f i c a t i o n 
uses, l o c a t i o n and r e t r i e v a l . 
I n u i t Today - Use o f m i n e r a l s , purposes, dependence on 
w h i t e s f o r m i n e r a l s . 
A c t i v i t i e s - M i n e r a l s scrapbook, p i c t u r e g r a p h i n g , f l o w 
c h a r t s . 
L o c a t i n g - M i n e r a l s found i n Canada. Map r e a d i n g , 
symbols. D i f f e r e n t k i n d s o f mines. 
Comparing m i n e r a l s . 
A c t i v i t i e s - Diagramming, c r o s s - s e c t i o n s . Bar graphs. 
L a t i t u d e / l o n g i t u d e s k i l l s . U sing t a b l e s , 
i n f o r m a t i o n . Math a c t i v i t i e s . I m p o r t and 
e x p o r t o f m i n e r a l s . 
I n u i t 
C u l t u r e 
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Past and p r e s e n t . How and why t h i n g s are 
changing. Scrapbook, newspaper c l i p p i n g s . 
L o c a t i n g - Maps and r e l i e f models o f 
Labrador and A r c t i c . C o l l a g e s - c l o t h e s , 
f o o d , s h e l t e r . Animals, m i g r a t i o n , uses. 
The I n u i t D i c t i o n a r y . 
Language. Composition and Reading. 
Reports - W r i t i n g g e o l o g i c a l r e p o r t s connected t o 
sc i e n c e and s o c i a l s t u d i e s . 
S p e l l i n g - M i n e r a l s and o t h e r r e s o u r c e s . Scrapbook 
o f m i n e r a l s and res o u r c e s i n s c i e n c e . 
Researching - Paragraphs and w r i t i n g f a c t u a l i n f o r m a t i o n 
as P r o j e c t develops. 
Newfoundland Museum. V i s i t s 
P i c t u r e 
D i c t i o n a r y 
L e a r n i n g 
S k i l l s 
Past - masks, r e l i g i o u s a r t i f a c t s , 
m e d i c i ne. 
Present - f o o d , s h e l t e r , e d u c a t i o n and 
w e l f a r e . 
The I n u i t d i c t i o n a r y , language experience 
- s t o r i e s o f I n u i t p a s t and p r e s e n t , 
myths and legends. 
I n t r o d u c t i o n t o L i b r a r y m a t e r i a l s , 
r e s o u r c e c e n t e r - r e f e r e n c e books, non-
f i c t i o n , v e r t i c a l f i l e m a t e r i a l s . Using 
t h e c a r d c a t a l o g u e . I d e n t i f y i n g f a c t s , 
main ideas and concepts. 
Science 
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Environments and how we use them. 
L i f e c y c l e o f A r c t i c a n i m a l s . What 
happens when t h e l i f e c y c l e i s d i s t u r b e d ? 
Weather, c o n s t e l l a t i o n s , I n u i t legends 
r e l a t e d t o s t a r s , n o r t h e r n l i g h t s , 
a n i m a l s . 
Resources, Geology, Energy, Water Power 
Use o f m i n e r a l s - c l o t h i n g , c o s m e t i c s , 
f o o d . Comparison o f t r a d i t i o n a l I n u i t . 
Rocks and m i n e r a l s under t h e sea, o i l , gas 
and how these are e x t r a c t e d . 
E r o s i o n , i c e movements and t h e landscape 
Graphing - c a t e g o r i z i n g f i n i t e and 
i n f i n i t e , non-renewable and renewable 
r e s o u r c e s . 
A r t A c t i v i t i e s A c t i v i t i e s from energy k i t . 
Paper w i n d m i l l s , c o l l a g e s and t o y s which 
use energy. 
E l e c t r i c a l a p p l i a n c e s , p a s t and p r e s e n t . 
I n u i t s c u l p t u r e , drawing and p a i n t i n g . 
Symbols and symbo l i c r e p r e s e n t a t i o n , 
legends and m y t h i c a l c r e a t u r e s . 
R e l i e f landscapes o f Labrador. 
Math Bar graphs 
S t o r y problems 
Measurement 
244 
Appendix 3 (Referenced from page 86) 




T h i s sheet i s i n t e n d e d t o p r o v i d e an e f f i c i e n t means t h r o u g h 
w h i c h you can communicate your concerns as t h e P r o j e c t 
d e v e l o p s . They a r e f o r i n d i v i d u a l use and are g i v e n t o a l l 
t e a c h e r s i n v o l v e d i n t h e P r o j e c t . Using these sheets 
r e g u l a r l y a l l o w s you t o communicate d i r e c t l y t o me so t h a t I 
can t r y t o respond t o t h e concerns you have. Please use them. 
As you work t h r o u g h t h e Labrador P r o j e c t , what are your 
concerns now? Please w r i t e what you are concerned about and 
n o t what you t h i n k o t h e r s a r e concerned about. A f t e r you have 
w r i t t e n y o u r concerns, p l e a s e i n d i c a t e t h e p r i o r i t y o f them, 
say from 1 t o 3. 
Please w r i t e i n whole sentences. Please f i l l i n your name and 
t h e d a t e . Please be f r a n k . 
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Appendix 4 (Referenced from page 94) 
IN-SERVICE - LEVELS OF ENGAGEMENT/QUESTIONING 
P - Dance l i k e 
I n d i a n s Miss! 
A c t i o n l e v e l T ( t h i n k s ) r e v e r s e t h i s 
t o I n d i a n s l i k e t o dance 
T - Sure. But, I 
wonder why 
I n d i a n s l i k e 
t o dance? 
M o t i v a t i o n T ( t h i n k s ) c h a l l e n g e t h e 
p u p i l s d e f i n i t i o n and 
a l s o t h e Model t h e y are 
drawing upon (Warner 
B r o t h e r s ? ) 
P - They danced t o Investment 
make i t r a i n p o t e n t i a l 
Miss. 
T ( t h i n k s ) p o t e n t i a l f o r 
deep in v e s t m e n t here, 
w i t h a q u e s t i o n t h a t 
makes space s t i m u l a t i n g 
them t o wonder. 
T - I suppose 
you'd have t o 
b e l i e v e i n 
something, i f 
you were 
d e s p e r a t e . 
Investment T ( t h i n k s ) I may have 
made t h e space t o o b i g , 
w a i t . . . 
P - I f t h e r e was 
no r a i n Miss, 
y o u r animals 
would d i e . 
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Investment T ( t h i n k s ) I'm g o i n g t o 
Model. 




Model T ( t h i n k s ) I ' d l i k e them 
t o work as a whole group, 
b u t t h e p o t e n t i a l o f 
b e l i e f and r o l e s i s 
emerging here t h e r e may 
be a medicine Man? 
P - Yes Miss. Model T ( t h i n k s ) everyone has a 
st a k e i n t h i s , a l l are 
a f f e c t e d . 
T - Then we had 
b e t t e r g e t 
t h a t dance 
r i g h t ! 
I n v estment T ( t h i n k s ) we can move 
i n t o A c t i o n a g a i n now, 
b u t I see t h e chance t o 
seed Stance... 
T - When you t h i n k 
about i t , i t ' s 
so easy f o r 
us. . . 
Stance 
p o t e n t i a l 
T ( t h i n k s ) I want them t o 
c o n s i d e r our s c i e n t i f i c 
e x p l a n a t i o n s f o r such 
e v e n t s . 
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P - How do you 
mean Miss? 
P - We can j u s t 
t u r n on a t a p ! 
P - I n d i a n s d i d n ' t 
have t a p s ! 
T ( t h i n k s ) W e l l , no, b u t 
what were t h e y t a p p i n g i n 
to ? 
T - But t h e y were A c t i o n 
t r y i n g t o t u r n 
something on? 
T ( t h i n k s ) another space 
here... 
P - God Miss Investment T ( t h i n k s ) I can i n c r e a s e 
t h e t e n s i o n now, and 
maybe move i n t o 
a c t i o n . . . t h r o u g h "as i f " 
language.. 
T - Then we must 
p r e p a r e . . . l e t 
us g a t h e r 
t o g e t h e r as we 
have always 
done, t h a t a l l 
may speak w i t h 
one v o i c e . 
T ( t h i n k s ) I am s i g n i n g 
t h e c i r c l e o f t h e pow 
wow...I s i t . . . I want t o 
slow t h i s down now, and 
n o t move i n t o a c t i o n t o o 
f a s t . . . t h e s i t u a t i o n can 
be d e f i n e d . 
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T - There a r e many 
o f us, and we 
have n o t heard 
t h e r a i n f o r 
many days. We 
must ask t h e 
g r e a t s p i r i t 
t o speak t o 
t h e winds, 
i n c r e a s e b r i n g 
us r a i n . 
Prepare f o r 
t h e dance. 
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Appendix 5 (Referenced from page 99) 
The I n n o v a t i o n s P r o f i l e . 
T h i s p r o f i l e r e f l e c t s t h e ' a c t u a l ' and ' i d e a l ' ends o f t h e 
P r o f i l e . 
Teacher as D i r e c t o r / T e l l e r 
Teacher uses c l o s e d ended 
q u e s t i o n s 
Teacher as t e a c h e r 
Teacher i s t r a n s m i t t e r 
Teacher teaches t o t e x t b o o k 
and g u i d e a t grade l e v e l 
Teacher i s s u b j e c t o r i e n t e d 
Teacher as l e a d e r 
Teacher i s dominant 
Teacher f o l l o w s s e t 
c u r r i c u l u m 
Teacher sees c h i l d r e n as 
i n d i v i d u a l 
Teacher i s focused on 
academic and c o g n i t i v e 
Teacher works a t maximum 
l e v e l 
Teacher as 
E n a b l e r / f a c i l i t a t o r 
Teacher uses open-ended, 
i n q u i r y t y p e q u e s t i o n s 
Teacher works i n r o l e , i n a 
d i f f e r e n t s t a t u s and 
r e l a t i o n s h i p t o c h i l d r e n 
Teacher i n d i a l o g u e w i t h 
c h i l d r e n 
Teacher uses v a r i e t y o f 
s t i m u l i a r i s i n g from t h e 
P r o j e c t 
Teacher works i n a problem-
s o l v i n g approach, 
h o l i s t i c a l l y 
Teacher as f o l l o w e r 
Teacher reduces s t a t u s 
g i v i n g r e s p o n s i b i l i t y and 
power t o c h i l d r e n 
Teacher c r e a t e s c u r r i c u l u m , 
and works beyond t h e 
t e x t b o o k 
Teacher sees c h i l d r e n as 
i n d i v i d u a l s and as a group 
Teacher i s concerned w i t h 
t h e whole c h i l d , c o g n i t i v e , 
a f f e c t i v e and p h y s i c a l 
Teacher works w i t h minimum 
mind-set. What i s t h e l e a s t 
I have t o do, t o be 
s u c c e s s f u l ? 
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Teacher d e f i n e s 
communication s e t t i n g 
Teachers a r e emphatic, most 
speech a c t s a r e t e a c h e r 
i n i t i a t e d and c o n t i n u e d 
Teachers' management i s 
t r a n s m i s s i o n o r i e n t e d 
Teacher i n t e r v e n e s a g r e a t 
d e a l 
C h i l d r e n , as w e l l as 
t e a c h e r , d e f i n e t h e 
communication s e t t i n g 
Teachers use more p h a t i c 
c o n t r a c t e n a b l i n g c h i l d r e n ' s 
v o i c e s t o be s t i m u l a t e d 
Teachers' management i s 
h u m a n i s t i c a l l y o r i e n t e d 
Teacher w a i t s , p r o v i d e s w a i t 
t i m e and r e s i s t s 
i n t e r v e n t i o n s 
Teacher e v a l u a t e s 
summatively 
C h i l d r e n ' s c o n t r i b u t i o n s a r e 
n o t f a c i l i t a t e d 
Teacher i s c o g n i t i v e l y 
f ocused 
Teacher uses b o t h f o r m a t i v e 
and summative e v a l u a t i o n 
C h i l d r e n ' s c o n t r i b u t i o n s are 
a v i t a l p a r t o f t h e l e a r n i n g 
process, and t e a c h e r s work 
t o s t i m u l a t e response 
Teacher works a t a f e e l i n g 
l e v e l 
Teacher works a l o n e 
Teachers make a l l d e c i s i o n s 
Teacher works i n a team 
Teachers c r e a t e d e c i s i o n -
making o p p o r t u n i t i e s f o r 
c h i l d r e n , and f o l l o w t h r o u g h 
on d e c i s i o n s 
Teacher uses t e a c h e r t y p e 
language o r te a c h e r e s e 
Teachers r e l a t e t o c h i l d r e n 
as c h i l d r e n 
Teachers pump i n i n f o r m a t i o n 
and knowledge o n l y 
Teacher's f o c u s i s t o g e t 
t h r o u g h c u r r i c u l u m 
Teacher i s o r g a n i z e d around 
f i f t y m i n u t e b l o c k s o f t i m e 
Teacher works i n 
c o n v e r s a t i o n a l s t y l e , i n 
d i a l o g u e w i t h c h i l d r e n , 
p a r t i c u l a r l y i n r o l e 
p r e s e n t a t i o n s 
Teacher r e l a t e s t o c h i l d r e n 
as a d u l t s , endowing t h e 
c h i l d r e n w i t h e x p e r t i s e 
Teachers are concerned a l s o 
w i t h s e l f - c o n c e p t , s e l f -
awareness and p e r s o n a l 
development 
Teacher works f o r t h e c h i l d , 
approach i s c h i l d - c e n t e r e d 
Teacher i s f l e x i b l e , u s i n g 
t h e whole day f o r t h e 
P r o j e c t 
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Teacher uses a l i m i t e d 
number o f approaches t o 
implement c u r r i c u l u m 
Teacher uses v a r i e t y o f 
approaches i n t h e P r o j e c t 
Teacher sees c h i l d r e n as 
p a s s i v e 
Teacher teaches o n l y what 
t h e c u r r i c u l u m s t a t e s , o r 
what t h e t e a c h e r t h i n k s 
c h i l d r e n s h o u l d l e a r n 
Teacher uses q u e s t i o n s as a 
c o n t r o l f o r d i s c i p l i n e , as 
c o n f i r m a t i o n o r f o r 
r e p e t i t i o n 
Teacher p r e - p l a n s and 
s t r u c t u r e s e v e r y t h i n g t h a t 
i s t o be done 
Teacher sees c h i l d r e n as 
a c t i v e l e a r n e r s 
Teacher enables c h i l d r e n t o 
l e a r n what t h e y need t o 
l e a r n 
Teacher uses q u e s t i o n s f o r 
p r o v o k i n g t h i n k i n g , 
wondering, i n q u i r y , and t o 
c r e a t e space f o r c h i l d r e n t o 
engage i n these 
Teacher i s r e s p o n s i v e , 
f l e x i b l e and uses p r e d i c t i v e 
p l a n n i n g . C h i l d r e n make 
d e c i s i o n s about what i s t o 
be done. 
Teacher r e s p o n s i b l e f o r 
s u b j e c t 
Teacher sees d i s a b i l i t y and 
handicap 
Teacher i n t e r p r e t s w o r l d t o 
c h i l d 
Teacher r e s p o n s i b l e f o r t h e 
whole c h i l d 
Teacher sees a c r e a t i v e and 
p r o d u c t i v e c h i l d 
C h i l d i n t e r p r e t s w o r l d , w i t h 
c o l l a b o r a t i o n and e n a b l i n g 
t e a c h e r i n t e r v e n t i o n s 
Teacher does n o t use drama 
Teacher assumes drama i s 
e x t r a c u r r i c u l a r , p l a y s and 
s k i t s 
Teacher d i r e c t s c h i l d r e n ' s 
work from t h e o u t s i d e 
Teacher assumes drama t o be 
o n l y s h o r t t e r m a c t i v i t i e s 
such as d r a m a t i z a t i o n s , 
i m p r o v i s a t i o n o r e x e r c i s e s 
Teacher uses drama 
Teacher sees drama-as-method 
as a way o f c r e a t i n g access 
t o c u r r i c u l u m 
Teacher works i n t h e f i c t i o n 
i n r o l e , w i t h t h e c h i l d r e n 
Teacher c o n c e p t u a l i z e s 
drama-as-method as a r i c h 
d r a m a t i c f i c t i o n , t h e 
c h a l l e n g e s o f t h e f i c t i o n 
b r i n g i n g access t o 
c u r r i c u l u m areas 
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Appendix 6 (Referenced from page 102) 
Labrador P r o j e c t - S t r u c t u r a l A n a l y s i s . 
S t r u c t u r e . 
"The mutua l r e l a t i o n s h i p between elements o f a d r a m a t i c 
e v e n t . " 
( B o l t o n , p. 90) 
"...when we observe two o r more elements and we wish t o 
d e f i n e a r e l a t i o n s h i p between them, we o f t e n t u r n t o a 
t h i r d f orm o f a b s t r a c t i o n : we p r o j e c t a f e e l i n g q u a l i t y 
o n t o t h e r e l a t i o n s h i p " . 
( B o l t o n , p. 91) 
What m i g h t be u s e f u l i s t o draw o u t an a n a l y s i s o f t h e 
s t r u c t u r e s , t h a t i s , how d i f f e r e n t t h i n g s r e l a t e t o each o t h e r 
i n t h e p r o j e c t so t h a t i t may f a c i l i t a t e g r e a t e r access f o r 
t h e t e a c h e r . 
The S t r u c t u r e . 
On one l e v e l , t h e P r o j e c t i s c l a s s i c i n d e s i g n . I knew t h a t 
t h e t e a c h e r s and c h i l d r e n would be coming t o something new, so 
I wanted t o w r i t e something which b r o u g h t s i m p l e ways o f 
moving f r o m one p a r t o f t h e P r o j e c t t o t h e n e x t . So i t i s 
w r i t t e n i n phases. These a r e l a i d o u t below. 
1. D i s c u s s i o n . 2. F i n d i n g o u t . 3. L e t t e r from Mendoza. 
4. M e e t i n g w i t h Mendoza. 5. J o i n i n g t h e AEC. 6. P l a n n i n g t h e 
E x p e d i t i o n . 7. Going on t h e Journey t o Labrador. 8. Meeting 
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Natana. 9. F i n d i n g o u t who she i s . 10. Meeting w i t h Mendoza. 
11 . M e e t i n g w i t h Natana. 12. Making a D e c i s i o n . 
Looked a t t h i s way, t h e P r o j e c t i s c r e a t e d i n a s i m p l e 
sequence o f k i n d s o f e v e n t s . I t i s designed so t h a t t h e 
c h i l d r e n a r e n o t asked t o e n t e r i n t o an i m p r o v i s a t i o n k i n d o f 
a c t i v i t y i n a d r a m a t i c c o n t e x t i n r o l e u n t i l phase e i g h t . 
Even a t t h i s s t a g e , i m p r o v i s a t i o n i n r o l e i s n o t demanded, and 
may n o t become t h e k i n d o f a c t i v i t y u n t i l such p o t e n t i a l 
e x i s t s f o r i t t o be, perhaps d u r i n g l a t e r meetings w i t h Natana 
a f t e r some f e e l i n g r e l a t i o n s h i p has been e s t a b l i s h e d between 
t h e c h i l d r e n as " e x p e d i t i o n members" and Natana ( t e a c h e r - i n -
r o l e ) and t h e i n v e s t m e n t l a n d i s e n t e r e d . By t h i s stage i n 
t h e P r o j e c t , i t may be t h a t s u f f i c i e n t investments, c r e a t e d 
d u r i n g e a r l i e r phases o f t h e P r o j e c t s , come up a g a i n s t t h e 
s i t u a t i o n w i t h Natana, i n which Natana i s a l s o d e f i n i n g t h e 
s i t u a t i o n . That i s , i t i s n o t j u s t t h e c h i l d r e n as e x p e d i t i o n 
members who a r e d e f i n i n g t h e s i t u a t i o n , as i t has been f o r t h e 
most p a r t o f t h e e a r l y phases, as a n o t h e r (Natana) i s a l s o 
d e f i n i n g t h e s i t u a t i o n , s a y i n g perhaps "This i s my home, not 
j u s t a p l a c e f o r you t o d i g h o l e s i n ! " 
A n a l y s i s of the Sequences. 
1. D i s c u s s i o n . 
The t e a c h e r works t o w a r d d i s c u s s i o n r a t h e r t h a n i n t r o d u c e s one 
o r s e t s one up f o r m a l l y . T h i s i s because t h e P r o j e c t approach 
i s t o w a r d d i a l o g u e , r a t h e r t h a n a d i s c u s s i o n mode and what 
t h a t t e r m i m p l i e s . I t i s more o f a " c h a t " and s h o u l d make 
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t h a t k i n d o f mood, making opening i n v i t a t i o n s , s e t t i n g r o l e s , 
t e s t i n g background. The purpose o f t h e t e a c h e r i s t o f i n d o u t 
what t h e c h i l d r e n know about r e s o u r c e s . She may know t h a t i t 
i s a new concept t o them, and so t a p s i n t o f a m i l i a r 
e n v i r o n m e n t a l knowledge o f t h e home t o s t a r t w i t h and t h e n 
works a t e x t e n d i n g t h i s t o aer o p l a n e s , c a r s and t r u c k s , e t c . , 
as a way o f i n t r o d u c i n g t h e concept o f resources on t h e b a s i s 
o f what i s a l r e a d y known. F u r t h e r e x t e n d i n g work can t h e n be 
worked t h r o u g h t h e d i a l o g u e between t h e t e a c h e r and t h e 
c h i l d r e n . "We have a wood s t o v e " . T- "Oh, I b e t t h a t ' s warm? 
W e l l , what do you use t o make t h a t work?" P- "Wood Miss!" 
T- " I f e l l i n t o t h a t d i d n ' t I ! But I was wondering, what 
k i n d o f wood?" P- "My dad uses b i r c h . Miss". And so on, as 
t h e d i a l o g u e develops, and t h e t e a c h e r f a c i l i t a t e s c o n n e c t i o n s 
between r e s o u r c e and l o c a t i o n , t y p e and so on. A t a p o i n t 
j u d g e d by t h e t e a c h e r , t h a t i s when we have begun t o reach t h e 
p o i n t beyond whic h we cannot go on our own, t h e t e a c h e r may 
move t o phase two. F i n d i n g Out. 
2. F i n d i n g Out. 
I n o r d e r t o develop t h e c h i l d r e n ' s knowledge about r e s o u r c e s , 
t h e t e a c h e r may s t i m u l a t e f i n d i n g a c t i v i t y t h r o u g h 
q u e s t i o n i n g . T- " I wonder i f everyone has t r e e s then?" o r , " I 
e x p e c t t h a t one day t h e t r e e s w i l l r u n o u t ? " o r , "But how 
does t h a t w a t e r t u r n i n t o e l e c t r i c i t y ? " A t t h i s stage t h e 
c h i l d r e n a r e becoming i n v o l v e d i n i n q u i r y work and what 
m o t i v a t e s t h e c h i l d r e n i s t h e i r d e s i r e to know, encouraged and 
h e l p e d by t h e t e a c h e r . M o t i v a t i o n i s why people do t h i n g s , so 
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why do we want t o know more about r e s o u r c e s . W e l l , i t may be 
t h a t we c o u l d n o t do some o f t h e t h i n g s we do i f we d i d n ' t 
have them. No e l e c t r i c i t y , no T.V., no water, no baths c o u l d 
be l e s s o f a m o t i v a t i n g f o r c e ! How much gas does a r a c i n g c a r 
use, and how f a r can a p l a n e t r a v e l w i t h o u t h a v i n g t o r e f u e l ? 
Where t h e s e r e s o u r c e s come from o r where t h e y are found can 
de v e l o p from t h i s c u r i o s i t y t o know. 
3, 4. L e t t e r and Meeting with Mendoza. 
The i n t r o d u c t i o n o f t h e l e t t e r document i s t h e f i r s t s i g n t h a t 
t h e t e a c h e r c o n s c i o u s l y uses t o s i g n i f y a p r e t e n d c o n t r a c t . 
The i n t r o d u c t i o n o f t h e l e t t e r document can be a d i r e c t s i g n a l 
t h a t we a r e b e g i n n i n g t o p r e t e n d . The t e a c h e r may ask t h e 
c h i l d r e n , " I wonder what i t would be l i k e t o be e x p l o r e r s who 
l o o k f o r r e s o u r c e s ? " I wonder what you would have t o be good 
a t t o do t h a t ? " Or t h e t e a c h e r may have t h e l e t t e r a r r i v e as 
i f by t h e p o s t , and d e l i v e r e d t o t h e c l a s s . I f t h e c h i l d r e n 
a r e unsure, t h e t e a c h e r can say, can we p r e t e n d t h a t t h i s i s 
r e a l ? Once t h e c h i l d r e n " c o n t r a c t i n " t o b e l i e v i n g i n t h e 
f i c t i o n o f t h e l e t t e r , t h e P r o j e c t can proceed. The l e t t e r as 
an o b j e c t s h o u l d be viewed as a r i c h s i g n v e h i c l e f o r t h e p a r t 
o f t h e P r o j e c t which t h e AEC company and Mendoza represent. 
I t i s n o t a "prop" i n a t h e a t r i c a l sense, r a t h e r an o b j e c t 
c r a f t e d t o r e f l e c t t h e v a l u e s and w o r l d view o f t h e Company 
and Mendoza. I t i s , o f course, a t h e a t r i c a l l e t t e r because i t 
i s b e i n g used t o s i g n i n t o an i l l u s i o n , and i t s h o u l d c a r r y 
t h e meanings o f a l l o f f i c i a l company l e t t e r s t o a group o f 
p e o p l e who know what t h e y are a t ! The t o n e o f t h e l e t t e r i s 
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i m p o r t a n t , t h e l e t t e r head and l o g , d a t e and a l l o t h e r 
o f f i c i a l t rademarks o f such a document s h o u l d be p r e s e n t . Also 
t h e envelope i t comes i n , o r t h e Fax i t a r r i v e s by, should be 
a p p r o p r i a t e l y l a i d o u t and marked. 
The l e t t e r i s t h e f i r s t s i g n t h a t we a r e g o i n g beyond j u s t our 
i n t e r e s t i n r e s o u r c e s , i n t h a t someone e l s e i s i n t e r e s t e d i n 
what we know. The document t h e r e f o r e begins t h e process o f 
e s t a b l i s h i n g t h e s t a t u s o f t h e c h i l d r e n as "experts". T h i s 
s t a t u s w i l l be f u r t h e r endowed on them by Mendoza d u r i n g t h e 
t i m e she meets w i t h them. 
Some p l a n n i n g may be u s e f u l a f t e r t h e l e t t e r has been 
i n v e s t i g a t e d . P l a n n i n g f o r t h e meeting and what Mendoza might 
want t o know about. The c h i l d r e n may be asked what k i n d o f 
p r e p a r a t i o n t h e y t h i n k t h e y s h o u l d do f o r such a meeting. 
Perhaps each p a r t i c i p a n t s h o u l d have a copy o f t h e l e t t e r ? 
A l s o an overhead c o u l d be made so t h a t we can a l l l o o k a t t h e 
l e t t e r t o g e t h e r . C l e a r l y t h e language o f t h e l e t t e r needs t o 
be c h a l l e n g i n g and s h o u l d r e f l e c t t h e c h a r a c t e r i s t i c s 
mentioned e a r l i e r . 
The Meeting with Mendoza. 
The m e e t i n g i s a f u r t h e r move i n t o f i c t i o n . The c h i l d r e n are 
no l o n g e r j u s t w o r k i n g o u t o f t h e i r own i n t e r e s t , b u t are 
about t o meet a n o t h e r who shares t h a t i n t e r e s t . They ar e not 
i n r o l e . The t e a c h e r i s moving them f u r t h e r t o w a r d e x p e r t i s e 
and t h e t e a c h e r - i n - r o l e as Mendoza w i l l c o n t i n u e t h i s work. 
How does t h e t e a c h e r do t h i s work o f endowing e x p e r t i s e ? The 
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s i m p l e f a c t here i s t h a t i n o r d e r t o endow anyone w i t h 
something, you have t o t r e a t them "as i f " t h e y a r e t h a t way. 
T h e r e f o r e , t h e t e a c h e r endows e x p e r t i s e by acknowledging t h e 
c h i l d r e n ' s s u p e r i o r knowledge and u n d e r s t a n d i n g about t h i s 
area o f r e s o u r c e s . I t w i l l n o t make sense, i f t h i s i s t h e 
t e a c h e r ' s work, t o t e l l someone t h a t c o a l doesn't come from 
t h e shops! Rather, t h e t e a c h e r must r e a l i z e t h a t t h e c h i l d i s 
u s i n g what she knows, and t h e t e a c h e r must b l e n d t h e c h i l d ' s 
c o n t r i b u t i o n i n t o t h e d i a l o g u e o f t h e encounter. T- " W e l l , I 
suppose you have t o g e t i t o u t t o customers somehow?" 
T e a c h e r - i n - r o l e as Mendoza w i l l a l s o be d o i n g t h i s . The space 
chosen f o r t h e meeting i s i m p o r t a n t . I f a n o t h e r space can be 
used, i t w i l l s e r v e as a f u r t h e r s i g n t h a t we are moving i n t o 
a n o t h e r k i n d o f c o n t e x t . A f o r m a l one i n t h i s case, e f f i c i e n t 
and w e l l managed by Mendoza, r e p r e s e n t i n g , as she does, t h e 
AEC Company, t h e space b r i n g s i t s own e x p e c t a t i o n s as does any 
space, and i f p o s s i b l e i t s h o u l d be s e t up a p p r o p r i a t e l y t o 
s i g n e f f i c i e n c y . The moment o f meeting can be handled i n a 
v a r i e t y o f ways. Teacher s h o u l d judge which w i l l be b e s t 
based on t h e c h i l d r e n ' s responses so f a r . I t may be t h a t 
t e a c h e r would w i s h t o s e t i t up. T- " I w i l l be p l a y i n g t h e 
p a r t o f Mendoza i n our work, O.K.?" Or, t h e t e a c h e r may wish 
t o do t h a t work o f e s t a b l i s h i n g b e l i e f by l e t t i n g t h e c h i l d r e n 
i n t e r a c t w i t h t e a c h e r - i n - r o l e as Mendoza. The s i g n a l s which 
she uses i n - r o l e s h o u l d be s u f f i c i e n t t o c r e a t e t h e l e v e l o f 
d i s a t t e n d a n c e necessary f o r t h e c h i l d r e n t o work w i t h t h e 
t e a c h e r - i n - r o l e as Mendoza. However, i f t h e c h i l d r e n f i n d i t 
d i f f i c u l t t o suspend t h e i r d i s b e l i e f i n t h e t e a c h e r , t h e 
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t e a c h e r may w i s h t o f e e l a t ease i n s t o p p i n g and r e -
e s t a b l i s h i n g t h e c o n t r a c t and c o n v e n t i o n o f t e a c h e r - i n - r o l e . 
The purpose o f t h e t e a c h e r - i n - r o l e as Mendoza has a l r e a d y 
p a r t l y been s p e l l e d o u t , t h a t o f e s t a b l i s h i n g t h e c o n v e n t i o n 
o r r u l e s - I am i n r o l e as someone e l s e , please r e l a t e t o me 
as i f I am Mendoza. The purpose o f t h e r o l e i t s e l f i s t o 
p r e s e n t t o t h e c h i l d r e n a p a r t i c u l a r model o f b e h a v i o r . 
Mendoza i s e f f i c i e n t , e x e c u t i v e , smart, w i t h a w o r l d view 
w h i c h i s c h a r a c t e r i z e d t h r o u g h her a t t i t u d e toward r e s o u r c e s . 
They a r e t h e r e t o be used and my j o b i s t o secure them f o r 
o t h e r s . I d o n ' t c a r e what t h e y use them f o r , t h a t i s n ot my 
r e s p o n s i b i l i t y . She p r e s e n t s t o t h e c h i l d r e n t h e work o f t h e 
company and t h e n as she mentions d i f f e r e n t r e s o u r c e s , and t h e 
c h i l d r e n e i t h e r say o r show a s i g n o f knowing about them, she 
p i c k s up on t h i s u n t i l f i n a l l y , t h e c h i l d r e n a r e t a l k i n g about 
r e s o u r c e s and showing t h e i r " e x p e r t i s e " . 
I n t h i s m e eting t h e n , t h e r e i s a c r i t i c a l s h i f t i n t h e 
r e l a t i o n s h i p between Mendoza and t h e c h i l d r e n - a s - e x p e r t s . The 
s t a t u s o f Mendoza lo w e r s t o t h e c h i l d r e n ' s e x p e r t i s e u n t i l she 
can say, " W e l l , I c e r t a i n l y came t o t h e r i g h t p l a c e . I t seems 
you a r e t h e people I have been l o o k i n g f o r " . She i s t h e n i n a 
p o s i t i o n t o o f f e r them j o b s w i t h t h e company and e x p l a i n s 
about t h e e x p e d i t i o n she has t o g e t o r g a n i z e d f o r t h e 
Labrador. D u r i n g t h i s meeting, Mendoza can p i c k up on 
s u g g e s t i o n s t h e c h i l d r e n may have about t h e k i n d s o f j o b s t h a t 
may be needed. A l s o , i f p a r t i c u l a r c h i l d r e n have spent 
f i n d i n g - o u t - t i m e on s p e c i a l areas, t h i s w i l l come t h r o u g h i n 
259 
t h e m e e t i n g and Mendoza can ask i f t h e y would be w i l l i n g t o 
l o o k a f t e r t h o s e aspects o f t h e e x p e d i t i o n . T h i s p a r t o f t h e 
me e t i n g t h e n i s a l s o a t i m e when t h e c h i l d r e n can b e g i n t o 
dev e l o p f u r t h e r e x p e r t i s e , as d e s c r i b e d e a r l i e r , and toward a 
more d e f i n e d area o f r e s p o n s i b i l i t y w i t h i n t h e e x p e d i t i o n p a r t 
o f t h e P r o j e c t . For example, one may w i s h t o l o o k a f t e r t h e 
f o o d f o r t h e e x p e d i t i o n , and even though t h i s may be d i f f e r e n t 
t o what she re s e a r c h e d , t h a t i s f i n e . Indeed, as Mendoza 
t a l k s about t h e e x p e d i t i o n w i t h t h e c h i l d r e n , f o o d and 
t r a n s p o r t may come up and some may wis h t o t a k e on these 
r e s p o n s i b i l i t i e s . 
A t t h e end o f t h e meeting, Mendoza asks t h e c h i l d r e n i f t h e y 
would be p r e p a r e d t o p l a n t h e e x p e d i t i o n . I t i s t h i s t a s k 
t h a t w i l l c a r r y t h e c h i l d r e n i n t o t h e n e x t phase o f p l a n n i n g 
t h e e x p e d i t i o n i n d e t a i l . 
( 5 . - i s covered t h r o u g h t h e s i g n i n g o f t h e c o n t r a c t 
document and t h i s may come i n t h e meeting w i t h 
Mendoza o r a f t e r t h e p l a n n i n g phase.) 
6. Planning the Expedition. 
A t t h i s p o i n t i n t h e P r o j e c t , t h e c h i l d r e n a r e w o r k i n g w i t h 
e x p e r t i s e i n a s p e c i a l area o f r e s p o n s i b i l i t y . As such t h e y 
a r e now w o r k i n g i n a s l i g h t l y d i f f e r e n t way t h a n b e f o r e . 
F i r s t , a team i d e n t i t y i s d e v e l o p i n g , and t h e n o t i o n o f 
w o r k i n g t o g e t h e r t o make a s u c c e s s f u l e x p e d i t i o n can b e g i n . 
The a d d i t i o n o f w o r k i n g f o r Mendoza and f o r t h e AEC b r i n g s an 
added c o n t r a c t u a l dimension t o t h e work, and t h e r e i s t h e 
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p o t e n t i a l f o r l e v e l s o f a c t i v i t y beyond m o t i v a t i o n and i n t o 
investment. For t h e c h i l d r e n now, t h e r e can be something a t 
s t a k e i n g e t t i n g t h e p l a n n i n g r i g h t , o r g e t t i n g i t wrong, 
however, t h e y a r e n o t w o r k i n g i n - r o l e . They a r e b e i n g 
t h e m s e l v e s , w o r k i n g as e x p e r t s . The t e a c h e r as Mendoza i s 
w o r k i n g i n - r o l e , and a t t h i s s t age 'classroom' t e a c h e r s can be 
w o r k i n g t o w a r d r o l e s which a l l o w them t o f o l l o w t h e c h i l d r e n 
r a t h e r t h a n l e a d them. T h i s i s t o f a c i l i t a t e t h e s h i f t on t h e 
p a r t o f t h e t e a c h e r and r e p r e s e n t s moving t h e t e a c h e r o u t o f 
t h e c h i l d r e n ' s d i r e c t l i n e t o t h e c u r r i c u l u m m a t e r i a l t h e 
t e a c h e r s want them t o make c o n t a c t w i t h . T h i s w i l l mean 
t e a c h e r s may choose r o l e s such as s t o r e s c l e r k , o r g e n e r a l 
dogs body as c h i l d r e n w i l l t a k e r e s p o n s i b i l i t y f o r t h e 
p l a n n i n g work. The t e a c h e r s w i l l be a b l e t o f o l l o w them. The 
c h i l d r e n w i l l make d e c i s i o n s as much o r more t h a n t e a c h e r and 
i t i s h e r t a s k t o respond t o th e s e d e c i s i o n s and d i r e c t i o n s . 
The p l a n n i n g work b r i n g s t h e c h i l d r e n i n t o c o n t a c t w i t h t h e 
c u r r i c u l u m areas l i s t e d i n t h e preamble t o t h e P r o j e c t . Math 
(which may need f u r t h e r e x t r a w o r k ) , language e x p e r i e n c e s , 
w r i t i n g , e t c . , s c i e n c e , v i s u a l a r t and so on. These areas 
w i l l become needed as t h e c h i l d r e n b e g i n t o work t h e i r way 
t h r o u g h t h e e x p e d i t i o n i n d e t a i l . Maps o f Labrador, roadways, 
a i r r o u t e s , a n i m a l s , t h e landscape, mountains, r i v e r s , e t c . , 
p o p u l a t i o n graphs, s e t t l e m e n t s e t c . , w i l l a l l become t h e work 
o f t h e e x p e d i t i o n team. By t h e end o f t h e i r p l a n n i n g work 
t h e y w i l l n o t o n l y have t h e e x p e d i t i o n planned, b u t t h e y w i l l 
know a g r e a t d e a l about t h e Labrador. The c h i l d r e n have 
l e a r n e d i t w h i l e p l a n n i n g t h e e x p e d i t i o n i n d e t a i l and t h i s 
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phase i s one w h i c h shows t h e p l a y f o r t h e t e a c h e r / p l a y f o r t h e 
c h i l d r e n a t work. Perhaps t h e t e a c h e r w i l l want t o ask t h e 
c h i l d r e n how b e s t t o p r e s e n t t h e p l a n n i n g t o Mendoza. 
Teachers may a l s o w i s h t o suggest t h a t l e t t e r s a r e w r i t t e n t o 
Mendoza a r r a n g i n g a t i m e and p l a c e f o r t h e meeting. Perhaps 
an e x h i b i t i o n o f t h e e x p e d i t i o n p l a n s would be used, b u t t h e 
c h i l d r e n s h o u l d d e c i d e on t h e f o r m a t o f p r e s e n t a t i o n . 
Remember, i t i s t h e i r e x p e d i t i o n and n o t t h e t e a c h e r s . 
7. The P r e s e n t a t i o n of the Planning to Mendoza. 
By now t h e c h i l d r e n w i l l be w e l l i n v o l v e d and have c r e a t e d a 
g r e a t d e a l o f m a t e r i a l . The meeting w i t h Mendoza i s an 
i m p o r t a n t one. She has t h e say whether t h e e x p e d i t i o n can go 
ahead and t h i s b r i n g s some t e n s i o n t o t h e meeting. Teacher-
i n - r o l e as Mendoza a l s o b r i n g s t e n s i o n by t h e way she p r e s e n t s 
h e r s e l f a t t h e b e g i n n i n g and t h r o u g h o u t t h e meeting. 
O r g a n i z a t i o n o f t h e p r e s e n t a t i o n s i s done by t h e c h i l d r e n . 
The p r e p a r a t i o n o f t h e room i s a l s o done by them. D u r i n g t h e 
m e e t i n g , Mendoza asks q u e s t i o n s designed t o c h a l l e n g e t h e 
c h i l d r e n and deepen t h e i r t h i n k i n g . She asks them t o extend on 
i d e a s and a s p e c t s o f t h e i r p l a n s so t h a t t h e y are t h i n k i n g 
beyond t h e i r p l a n n i n g . A t t h e end o f t h e meeting, Mendoza 
asks t h e c h i l d r e n i f t h e y have any q u e s t i o n s which t h e y would 
l i k e t o ask. The meeting a t an end, Mendoza announces her 
d e c i s i o n and p r a i s e s t h e e f f o r t s o f t h e team, commenting upon 
i n d i v i d u a l and group work. She a l s o announces t h a t t h e 
j o u r n e y t o t h e Labrador w i l l s t a r t on a chosen d a t e . She w i l l 
n o t be a b l e t o be w i t h them as she i s g o i n g back t o Europe, 
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however t h e y may c o n t a c t her t h r o u g h t h e Fax o r by l e t t e r a t 
t h e Hamburg O f f i c e address. She reminds them o f t h e 
im p o r t a n c e o f l a s t m i nute c h e c k i n g and o r g a n i z a t i o n . She 
shakes hands w i t h t h e team members and hands them t h e i r AEC 
i d e n t i t y badges. 
8. The Journey to Labrador 
The j o u r n e y i s s t a r t e d t h r o u g h a s t o r y c o n v e n t i o n . Teacher 
t e l l s a s t o r y about t h e b e g i n n i n g o f t h e j o u r n e y , t h e n t h e 
c h i l d r e n t a k e over and imagine t h e r e s t . A t t h e end o f t h e i r 
i m a g i n a t i o n work, t h e y w r i t e about, draw, o r model t h e 
j o u r n e y . The s t o r y s e c t i o n o f t h e j o u r n e y s h o u l d be supported 
by s l i d e s o r f i l m s t r i p s and o t h e r v i s u a l m a t e r i a l s . The 
h a r b o u r , t h e narrows, t h e open sea, i c e b e r g s , e t c . Or, t h e 
c h i l d r e n themselves can p l a n t h e whole j o u r n e y w i t h o u t s t o r y 
c o n v e n t i o n . However, t h e t e a c h e r s must be aware t h a t t h e 
c h i l d r e n may be c o n s t r a i n e d by n a r r a t i v e and a what happens 
n e x t m e n t a l i t y , and t h i s may d r i v e away t h e p o t e n t i a l f o r 
i m a g i n a t i o n , d w e l l i n g i n a moment, and i n d i v i d u a l j o u r n e y s . 
I f a l l t h e c h i l d r e n d i d an i n d i v i d u a l j o u r n e y , i t w i l l become 
a c o l l e c t i v e one t h r o u g h s h a r i n g t h e whole j o u r n e y a t t h e end 
o f i t s c o n s t r u c t i o n t h r o u g h t h e w r i t i n g and drawing work. The 
j o u r n e y i s completed a t t h e p o i n t where t h e y s e t o f f f o r t h e 
mine s i t e . 
9. A r r i v a l a t the S i t e and Meeting Natana. 
The space used f o r t h i s s h o u l d be se p a r a t e from t h e classroom, 
a h a l l o r a t h e a t r e space, i f you have one. I f l i g h t i n g i s 
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a v a i l a b l e , a l l t h e b e t t e r . I d e a l l y one s h o u l d e n t e r a sense 
o f w h i t e openness i n which Natana ( t e a c h e r - i n - r o l e ) i s 
p r e s e n t . As t h e c h i l d r e n e n t e r , she s i t s q u i e t l y l o o k i n g i n t o 
t h e d i s t a n c e . T h i s i s t h e f i r s t t i m e t h a t t h e c h i l d r e n have 
been c o n f r o n t e d by something which works a g a i n s t t h e i r 
purposes. I f t h e y do n o t speak t o her im m e d i a t e l y , Natana 
s h o u l d n o t acknowledge them, b u t w a i t and n o t push t h e 
communication. L e t t h e c h i l d r e n d e a l w i t h t h e s i t u a t i o n as 
t h e y a r e d e f i n i n g i t . I f t h e y s t a r t work and i g n o r e h er, 
which i s v e r y u n l i k e l y , t h e n Natana may acknowledge t h e i r 
presence, b u t n o t un d u l y . Only enough t o make a c o n t a c t w i t h 
them. There may be a l o n g p e r i o d o f wondering what t o do now. 
The c h i l d r e n w i l l be w o r k i n g o u t what i s supposed t o happen 
and t h e i r r e l a t i o n s h i p t o i t . L e t them do t h i s . They need 
t i m e t o t a k e i n Natana and t h e environment. Do n o t ru s h i n t o 
sound o r s i g n , s i l e n c e w i l l speak f a r more l o u d l y a t t h i s 
p o i n t . Observe t h e c h i l d r e n c a r e f u l l y and t e a c h e r s , hang back 
and d o n ' t t a k e any l e a d i n g r o l e i n t h i s . Natana's presence 
s h o u l d be such t h a t i t slows down t i m e and t h e pace o f t h e 
s e s s i o n . Wait and watch, l i s t e n and p r e s e n t a calm presence. 
The o b j e c t i v e o f t h i s phase i s n o t t o suddenly t e l l t h e 
c h i l d r e n what's up ( p a r t o f c o n t e x t i n drama) b u t f o r them t o 
d e f i n e t h i s s i t u a t i o n . Remember t h e y have a l r e a d y d e f i n e d i t 
p r i o r t o a r r i v a l and now w i l l have t o r e - d e f i n e i t . Natana 
may have a t e n t w i t h o b j e c t s s c a t t e r e d around i t ( p l a c e d 
p u r p o s e f u l l y ) which may i n c l u d e a h u n t i n g spear, a p l a s t i c 
b o t t l e o f gas, f u r s , and o t h e r o b j e c t s which s i g n h e r way o f 
l i f e . The c h i l d r e n s h o u l d be g i v e n t i m e t o l o o k a t these 
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t h i n g s and t a k e them i n . S l o w l y , as c o n t a c t b e g i n s , Natana 
may acknowledge them more. Nod, o r s i g n a l f o r them t o s i t , o r 
l o o k a t them as i f "why a r e you here?" But, what sh o u l d impel 
t h i s a c t i o n f o r v a r d i s t h e c h i l d r e n ' s responses t o her. T h i s 
i s a t i m e o f wondering what t o say f o r t h e c h i l d r e n . Do not 
ex p e c t a n y t h i n g . Natana does n o t expect a n y t h i n g , n e i t h e r 
does she t a l k much. Very l i t t l e i n f a c t . She m o s t l y responds 
t o them, r a t h e r t h a n i n i t i a t i n g any communication. As 
d i a l o g u e between Natana and t h e c h i l d r e n b e g i n s , do n o t r u s h . 
Take i t easy. The t e a c h e r - i n - r o l e as Natana w i l l n o t t e l l 
anyone a n y t h i n g , m e r e l y respond t o t h e c h i l d r e n . i f she needs 
t o ask who t h e y a r e she can, o u t o f i n t e r e s t i n t h e badges 
perhaps, b u t t h e c h i l d r e n w i l l more t h a n l i k e l y t e l l h e r who 
t h e y a r e . A t t h i s , she shows some i n t e r e s t , she has seen 
peo p l e l i k e t h i s b e f o r e who have come t o her l a n d t o do t h i n g s 
t h a t she does n o t want. A t t h e p o i n t a t which t h e c h i l d r e n 
t e l l h e r why t h e y a r e t h e r e , Natana i s s i g n i f i c a n t l y s i l e n t . 
She does n o t suddenly make an angry response, f o r she has seen 
i t a l l b e f o r e . Rather, she s i g n s t o them t h a t i t i s n o t good 
what t h e y a r e d o i n g , and t h a t she " l i v e s here, t h i s i s my 
home". The c h i l d r e n must be enabled t o d e f i n e t h e i r 
r e l a t i o n s h i p t o h e r over t i m e and n o t be t o l d what t h a t 
r e l a t i o n s h i p i s . The r e l a t i o n s h i p between Natana and t h e 
c h i l d r e n as t h e Team must emerge over t i m e and n o t be 
c o n s t r u c t e d by t h e t e a c h e r a l o n e . They do n o t know what Natana 
t h i n k s o f them and t h e c h i l d r e n do n o t know what t h e y t h i n k o f 
Natana. I f t h e d i a l o g u e between them s t a r t s t o move i n pace, 
Natana s h o u l d slow i t down. I f t h e c h i l d r e n say t h a t she has 
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t o move because o f t h e i r purpose and a c t i v i t y o f s e t t i n g up a 
mine s i t e , t h e n she w i l l r e s i s t . She w i l l n o t r e s i s t a n g r i l y , 
r a t h e r s l o w l y and d e l i b e r a t e l y . However, i f t h e y i n s i s t she 
move, she w i l l r e f u s e . The end o f t h i s phase w i l l see t h e 
c h i l d r e n r e t u r n t o t h e classroom and meet w i t h t h e i r t e a c h e r s . 
10. Returning to the classroom. 
The c h i l d r e n w i l l r e t u r n w i t h a problem. Natana i s t h e r e and 
t h e y c o u l d n o t b e g i n t o s e t up t h e i r camp s i t e . She would n o t 
l e t them. Who i s she? The t e a c h e r ' s r o l e now i s t o wonder 
a l s o who she i s . What d i d she l o o k l i k e ? T h i s phase b r i n g s 
t h e m o t i v a t i o n t o f i n d o u t who she i s . We go t o t h e Resource 
Center and search f o r images which l o o k l i k e h e r and when we 
d i s c o v e r she i s I n u i t , we can b e g i n t o f i n d o u t more about 
t h i s s i t u a t i o n . The i n q u i r y s t i m u l u s o f Natana i s t o f i n d o u t 
about n a t i v e Canadians. The t e a c h e r can t h e n work w i t h t h e 
c h i l d r e n t o r e s e a r c h who she i s and t h i s can be s u p p o r t e d by 
f u r t h e r v i s i t s t o Natana. But we w i l l go t o see her w i t h 
q u e s t i o n s and wondering about her w o r l d . The f u n c t i o n o f 
Natana a t t h i s s t age i s t o s t i m u l a t e i n t h e c h i l d r e n t h e 
m o t i v a t i o n and i n v e s t m e n t i n knowing who she i s . Now, t h e 
c u l t u r a l m a t e r i a l can be c o n t a c t e d and t h e q u e s t i o n s o f t h e 
c h i l d r e n can s t i m u l a t e t h i s i n q u i r y . As t h e c h i l d r e n meet 
w i t h Natana more, she r e v e a l s a l i t t l e more, f o r t h e y b e g i n t o 
f o r m a r e l a t i o n s h i p w i t h h e r and come t o know her. T h e i r 
g r o w i n g u n d e r s t a n d i n g o f how she l i v e s w i l l c r e a t e a 
d issonance between t h e i r purpose and w o r l d and h e r s . T h i s i s 
t h e " r i s i n g a c t i o n " o f t h e P r o j e c t , f o r t h e problem becomes 
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more complex and c h a l l e n g i n g . P a r t o f t h e work w i l l now 
i n v o l v e t h e v i s u a l a r t t e a c h e r w o r k i n g on I n u i t a r t , language 
and r e a d i n g w i l l b r i n g t h e c h i l d r e n t o myths and legends and 
t h e s o c i o l o g y o f t h e I n u i t . As t h e y c o n t i n u e t o meet w i t h 
Natana, t h e r e l a t i o n s h i p b r i n g s u n d e r s t a n d i n g and knowledge o f 
h e r p e o p l e . A l e t t e r from Mendoza breaks i n t o t h i s . 
11. The L e t t e r from Mendoza. 
The l e t t e r asks why n o t h i n g seems t o be happening and f o r a 
f u l l r e p o r t on t h e e x p e d i t i o n . The c h i l d r e n must decide what 
t o do about t h i s and how t o communicate t h e i r responses t o 
Mendoza. L e t t e r s w i l l be w r i t t e n e x p l a i n i n g t h e problem as 
t h e y see i t . Mendoza says she w i l l come t o S t . John's as soon 
as p o s s i b l e . 
12. Meeting Mendoza. 
T h i s m e e t i n g r e p r e s e n t s t h e b r i n g i n g t o g e t h e r o f two p a r t s o f 
t h i s P r o j e c t - Mendoza and Natana. I n i t , Mendoza w i l l demand 
e x p l a n a t i o n s as t o why h e r o b j e c t i v e s have n o t been met. The 
c h i l d r e n w i l l be a b l e t o see b o t h s i d e s o f t h e s t o r y , as w e l l 
as from t h e i r own frame as t h e Team. 
The d i s c u s s i o n i s e n r i c h e d by t h e v i e w p o i n t s o f t h e c h i l d r e n , 
Natana and Mendoza. Mendoza w i l l p r ess t h e c h i l d r e n h a r d and 
c h a l l e n g e them t o e x p l a i n t h e i r s i t u a t i o n . She w i l l demand 
t h e c h i l d r e n seek o u t i m p l i c a t i o n s and consequences o f t h e i r 
p o s i t i o n s . Some may w i s h t o g i v e up t h e e x p e d i t i o n , o t h e r s 
may f e e l Natana s h o u l d s t i l l move. T h i s phase sh o u l d tease 
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o u t a l l o f t h e s e v i e w p o i n t s . Mendoza needs a d e c i s i o n t o be 
made. She i s r e s p o n s i b l e t o someone e l s e as t h e c h i l d r e n are 
t o h e r . But t h e q u e s t i o n o f r e s p o n s i b i l i t y means more now. 
What s h o u l d happen next? T h i s i s no l o n g e r about an 
e x p e d i t i o n . Other i s s u e s and concerns have emerged t h r o u g h 
t h e meetings w i t h Natana. C h i l d r e n w i l l r e p r e s e n t these views 
t o Mendoza. They w i l l e x p l a i n t h a t Natana has l i v e d t h e r e f o r 
many y e a r s as h e r a n c e s t o r s b e f o r e h e r . That she has her own 
language and c u l t u r e , and t h a t she knows t h a t some have moved 
away and i n t o t h e towns and s e t t l e m e n t s . But, she i s aware o f 
what has happened i n some o f t h o s e s i t u a t i o n s . The problems 
o f unemployment and l o s s o f i d e n t i t y are r e a l , and she has 
asked t h e c h i l d r e n t o c o n s i d e r t h a t . She has spoken w i t h them 
about b e i n g an o u t s i d e r , on t h e edge o f t h e mainstream o f 
s o c i e t y . Mendoza argues t h a t r e s o u r c e s a r e d e s p e r a t e l y 
needed. How would we have s t e e l f o r s c h o o l s l i k e t h i s , o r 
e l e c t r i c i t y , i f we c o u l d n o t secure these resources? What 
about a l l t h e people who w i l l g e t j o b s as a r e s u l t o f t h e 
mining? What w i l l happen i f we c a n ' t g e t t h e r e s o u r c e s we 
need f o r e l e c t r i c i t y f o r h o s p i t a l s and f o r f a c t o r i e s ? She 
a l s o reminds them t h a t t h e y have s i g n e d a c o n t r a c t t o work f o r 
t h e AEC. What about t h e i r own f a m i l i e s and t h e l o s s o f 
employment on them? Can t h e y make a d e c i s i o n t o g i v e up t h e i r 
j o b s so e a s i l y ? 
As t h i s phase de v e l o p s , t h e t e a c h e r - i n - r o l e w i l l judge t h e 
p o i n t t o r e l a x and move t o a r e f l e c t i v e phase. There are many 
p o i n t s o f v i e w and t h e y a l l have v a l i d i t y . The t e a c h e r s l e a d 
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d i s c u s s i o n a t t h e end o f t h i s phase wondering who e l s e may be 
i n t e r e s t e d o r become i n v o l v e d i n such a problem and d e c i s i o n 
making. T h i s l e a d s t h e group t o c o n s i d e r t h e Law Courts, t h e 
Canadian C h a r t e r o f Human R i g h t s and o t h e r groups o f people 
who m i g h t become i n v o l v e d i n such a s i t u a t i o n . 
T h i s b r i n g s t o t h e P r o j e c t f u r t h e r development and e x t e n s i o n . 
The c h i l d r e n may w i s h t o meet Natana a g a i n , perhaps i n t h e i r 
c l a s s r o o m and d i s c u s s w i t h h er f u r t h e r how she sees t h e 
s i t u a t i o n . People from t h e community o r o t h e r t e a c h e r s may 
become i n v o l v e d i n d i s c u s s i o n groups. The t h r u s t o f t h i s 
phase i s m o t i v a t e d by t h e need t o s o r t o u t t h e problem c r e a t e d 
by t h e t e n s i o n s between o p p o s i t e c u l t u r e s , needs and wants, 
and opposing views o f t h e w o r l d . 
A second area o f development i s b r o u g h t by t h e use o f Natana 
as a metaphor f o r t h e c h i l d r e n ' s own s i t u a t i o n as deaf and 
h e a r i n g i m p a i r e d young people. When t h e P r o j e c t was 
o r i g i n a l l y d e v i s e d , i t was t h i s area o f meaning-making and 
mean i n g - s h a r i n g w h i c h was t h e l e a r n i n g area. The P r o j e c t has 
t h e p o t e n t i a l t o s t i m u l a t e t h e c h i l d r e n t o c o n s i d e r t h e 
s i t u a t i o n o f deaf people. Deaf people have t h e i r own 
language, t h e i r own c u l t u r e , h i s t o r y and h e r i t a g e . Natana i s 
a metaphor f o r t h a t . They a l s o may be seen as a m a r g i n a l i z e d 
group i n s o c i e t y . The s t r u g g l e o f I n u i t Leaders t o c r e a t e t h e 
c o n d i t i o n s under which t h e y have a say i n t h e e d u c a t i o n o f 
t h e i r c h i l d r e n i s a s i m i l a r s t r u g g l e t h a t deaf people and deaf 
e d u c a t o r s have. When Natana asks t h e c h i l d r e n i f h e r c h i l d r e n 
would be t a u g h t i n h e r language, i f t h e y moved t o town, she i s 
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asking a c e n t r a l question i n deaf education f o r the past 100 
y e a r s . 
T h i s p a r t of the extended P r o j e c t brings the p o t e n t i a l for the 
c h i l d r e n to look a t t h e i r own language, c u l t u r e and h i s t o r y . 
The importance of deaf r o l e models may bring the deaf teachers 
a t the school i n t o play i n the c h i l d r e n ' s work. 
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Appendix 7 (Referenced from page 102) 
The Labrador P r o j e c t - Context and Dramatic Encounters. 
At the c e n t e r of t h i s P r o j e c t , as with a l l drama education as 
method approaches to curriculum i s the power of the dramatic 
encounter. 
The Context. 
The dramatic encounters take p l a c e i n context and, the context 
r e l i e s h e a v i l y i n t h i s P r o j e c t on a s i t u a t i o n d e f i n i t i o n 
c o n s t ructed between Teacher and p u p i l s i n phase one - what are 
r e s o u r c e s ? , by the l e t t e r from Mendoza i n phase two, and by 
the presence of Natana i n f u r t h e r phases. I t i s the context 
which brings the challenge to the p u p i l s r a t h e r than Teacher. 
I n t h i s sense we are using drama as a means of d e f i n i n g and 
r e - d e f i n i n g s i t u a t i o n s . The dramatic context of the P r o j e c t 
b r i n g s the motivation and investment and so the l e a r n i n g 
p o t e n t i a l i n the P r o j e c t . 
Context i n drama education as method means: 
Who - Expedition team, Mendoza, Natana 
Where - Planning room, conference room, Labrador 
When - Now 
What's happening - emergent 
The Dramatic Encounters. 
The p u p i l s and Mendoza ( T - i n - r o l e ) 
The p u p i l s as experts and T - i n - r o l e i n planning a c t i v i t y 
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The p u p i l s as experts and T - i n - r o l e as Mendoza 
The p u p i l s i n r o l e and T - i n - r o l e as Natana (development of 
a t t i t u d e ) 
The p u p i l s i n r o l e with other p u p i l s i n r o l e 
The dramatic encounters are designed to bring teachers and 
p u p i l s i n t o c o n f r o n t a t i o n i n a number of s i t u a t i o n s . How 
these s i t u a t i o n s are defined i s what d r i v e s the dramatic 
a c t i o n which unfolds during the P r o j e c t . The way i n which 
Natana d e f i n e s her s i t u a t i o n i s d i f f e r e n t to the way t h a t 
Mendoza does and so on. 
The Value of Dramatic Encounter. 
I f we want to conceptualize p u p i l s as t h i n k e r s and problem-
s o l v e r s , i n q u i r e r s and r e s e a r c h e r s at the center of the 
l e a r n i n g process, a s i g n i f i c a n t s h i f t must occur i n the ways 
i n which classroom r e l a t i o n s h i p s are defined. Most 
importantly, a s i g n i f i c a n t s h i f t must be created i n the ways 
i n which the communication s e t t i n g i s defined. Teacher does 
not i n i t i a t e and continue the dominant percentage of 
communication - p u p i l does. T h i s means the s t a t u s of T and P 
must be changed. Perhaps from BIG T to l i t t l e t and from 
l i t t l e p to BIG P. Working as T e a c h e r - i n - r o l e allows t h i s 
s t a t u s to change. T h i s i s a value of the T - i n - r o l e . I n r o l e 
as l i t t l e t , one can work i n language s t r a t e g i e s not a v a i l a b l e 
i n t r a d i t i o n a l BIG T s t a t u s e s . And of course v i c e v e r s a . A 
f u r t h e r value i s the p o t e n t i a l f o r j o i n t c o n s t r u c t i o n of what 
i s to become known. 
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Appendix 8 (Referenced from page 103) 
The Labrador P r o j e c t . 
(Written from the frame of a pupil) 
Phase One: 
Today the teacher asked us i f we thought i t was cold. I s a i d 
I thought i t was and she agreed and asked me how we keep warm 
a t home. I s a i d t h a t we had heate r s . One p u p i l s a i d she had 
a wood stove. The teacher s a i d t h a t they had furnaces. The 
tea c h e r wondered how they worked. We decided i t would be fun 
to f i n d out. Some did t h a t , and others found out what kind of 
wood i s be s t f o r a wood stove. I found out where o i l comes 
from. We are c a l l i n g a l l these things 'resources'. We are 
c o l l e c t i n g examples of resources l i k e wood and c o a l too, and 
the te a c h e r brought i n a small g l a s s b o t t l e with o i l i n i t . 
I t looks yucky! We t a l k e d about the things we have found and 
decided t h a t we could do some p r o j e c t s on them, l i k e , how do 
you get them and where they can be found. 
Phase Two: 
We have been working very hard on the idea of resources. We 
know t h a t some of them do not l a s t forever and some do, l i k e 
sunshine. Our own province i s f u l l of resources such as 
pr e c i o u s metals and chemicals and even gold. We a l s o have 
l o t s of powerful r i v e r s and they can be used to make 
e l e c t r i c i t y and t h a t ' s what d r i v e s the heaters i n my house a t 
home. An i n t e r e s t i n g t h i n g happened today. We rec e i v e d a 
l e t t e r from a person c a l l e d 'Mendoza'. I t s a i d t h a t Mendoza 
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works f o r a company (whatever t h a t i s ! ) and t h a t she i s 
i n t e r e s t e d i n coming to t a l k with us about, guess what! 
Resources! The company she works fo r i s c a l l e d the AEC and 
she i s a r r i v i n g i n S t . John's soon and w i l l come and meet with 
us. The l e t t e r was not long, but i t was hard because there 
were a l o t of words I have not seen before. We spent some 
time working on the l e t t e r to f i n d out what i t i s Mendoza i s 
i n t e r e s t e d i n . We are going to meet her i n the conference 
room a t school. Everyone had a copy of the l e t t e r . 
Phase Three: 
We went down to the conference room and Mendoza was already 
t h e r e . I was s u r p r i s e d because i t was Teacher. But she did 
not look l i k e Teacher. She had a s p e c i a l s u i t on and wore 
g l a s s e s and she had a l e c t e r n and on the w a l l there was a map 
of somewhere I have never seen before. Everything went quiet 
and even our t e a c h e r s seemed l i k e something was going to 
happen. She t o l d us she had j u s t come from H a l i f a x by plane 
and t h a t she was pleased to be i n Newfoundland. She s a i d i t 
was her f i r s t time here and t h a t she found i t very d i f f e r e n t 
t o a p l a c e c a l l e d Hamburg. Then she t o l d us t h a t she was the 
E x e c u t i v e D i r e c t o r of the Research D i v i s i o n of the AEC. Now 
we know what i t means! The A r c t i c E x p l o r a t i o n s Company, and 
guess what! She i s i n t e r e s t e d i n resources, too. I n f a c t , she 
i s looking f o r people who know a l o t about resources and we 
sure do! She t o l d us a l l about the work her company does and 
t h a t she i s looking f o r resources f o r big companies so t h a t 
the companies can have c o a l and i r o n and other s t u f f so t h a t 
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they can make thi n g s , l i k e bridges and schools, even l i k e 
ours. She says t h a t i n a school l i k e ours there i s probably 
3000 tons of s t e e l . That's amazing! How much i s that? I 
wonder what i t looks l i k e ? 
Anyway, I put my hand up and s a i d I would l i k e to j o i n . Then 
she s a i d t h a t her company, the AEG, was very i n t e r e s t e d i n 
some s p e c i a l resources c a l l e d water power and t h a t you can 
f i n d t h i s near Makkovik i n Labrador. She i s very i n t e r e s t e d 
i n us working f o r her because we l i v e here and know something 
about Labrador. She asked us what we were i n t e r e s t e d i n doing 
- the k i d of job s . Some s a i d engineers, diggers, looking 
a f t e r the food and the t r a n s p o r t and such t h i n g s . She asked 
us i f we would be i n t e r e s t e d i n planning the expedition to the 
Labrador and we s a i d yes. Then she s a i d t h a t she would come 
back i n a week and asked us to present to her our plans and 
the t h i n g s we would need. Then before she l e f t , she l e f t an 
address f o r us i f we need to contact her. She i s s t a y i n g a t 
the Radisson P l a z a Hotel i n S t . John's and then she i s going 
back t o Hamburg, wherever t h a t i s ? She seems very e f f i c i e n t 
and i n t e r e s t e d i n us. We went back to c l a s s . 
I n c l a s s we t a l k e d f o r a long time about the expedition. Then 
we a l l decided what p a r t of i t we would be re s p o n s i b l e f o r . 
Our t e a c h e r s are d i f f e r e n t . I t f e e l s l i k e they are part of 
t h i s whole expedition, too. A f t e r a while we knew i t was 
Teacher but then we went along and agreed with her t h a t she 
was Mendoza. Next, we are going to s t a r t planning, and f i r s t 
w e ' l l have to f i n d out everything we can about Labrador. 
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Phase Four: 
Everybody i s busy working on the plans. Labrador i s such a 
b i g p l a c e and we w i l l have to know everything about i t . Where 
the people l i v e , where the roads are and the plane routes. We 
might need them. Some are planning food and t h a t means 
s p e c i a l food. The teacher asked, what we w i l l be eating i f we 
have to work i n sub-zero temperatures. Also, we are f i n d i n g 
out what kinds of resources are a v a i l a b l e i n Labrador and 
where they a r e . Some w i l l meet with the school nurses to f i n d 
out about h e a l t h things and s a f e t y . Others are fin d i n g out 
about the hunting r e g u l a t i o n s i n case we have to f i n d food for 
o u r s e l v e s . On top of a l l t h i s , we are r e a l i z i n g t h a t a l l t h i s 
i s going to c o s t money, and a l o t i t seems. I t i s going to 
take a l o t of planning and work to be ready f o r Mendoza's next 
v i s i t . We a l s o have w r i t t e n to her to ask i f we can have an 
idea about money. We want to make our presentation good for 
Mendoza and so we are making graphs and v i s u a l a i d s to show 
her. The t e a c h e r wondered how we could show Mendoza what 
would be needed and we s a i d an e x h i b i t i o n . We are going to 
make the Conference Room the place and s e t everything out so 
she can see i t . 
Phase F i v e : 
Today i s the day and everything i s ready. Mendoza a r r i v e s a t 
9:30 and then we w i l l e x p l a i n everything to her. I n the 
Conference Room, we have i t a l l s e t up, and when she comes we 
w i l l take her through our plans. She a r r i v e d l a t e and t o l d us 
t h a t she was held up a t a meeting i n H a l i f a x . 
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We took her through the whole thing and she was impressed! 
BUT, she had a l o t of questions and i t seems we w i l l have to 
do some more th i n k i n g and planning. No matter, she a l s o 
brought a c o n t r a c t for us to s i g n and now we work for the AEG 
and we have badges and a contra c t . She announced at the end 
of the meeting that she was very pleased with our work, that 
i t was outstanding, and, that the company was looking forward 
to a s u c c e s s f u l expedition. She t o l d us that we have f i v e 
days to prepare for the t r i p and the AEG boat w i l l be ready 
for loading on F r i d a y . We are going to Labrador. 
Phase S i x : 
The teacher s t a r t e d the journey to Labrador l i k e a story. We 
imagined what i t would be l i k e as she t o l d the s t o r y and she 
showed s l i d e s and p i c t u r e s of the harbour and then the sea. 
I t was r e a l l y l i k e being there and we kept d i a r i e s about the 
t r i p . We a l s o dramatized the journey i n the classroom. Then 
we a r r i v e d . 
Phase Seven: 
Today we are going to the s i t e where we w i l l s e t up camp for 
the expedition. We walked down to the theatre and on the way 
we saw signs which t o l d us we were getting near. When we went 
i n , though, we did not expect to f i n d someone already there. 
There was someone s i t t i n g there and we did not expect i t . We 
went over to the person. She was dressed i n a hooded thing 
and wore fur boots. She did not know what to do. Then one 
s a i d , who are you? Well, we have a r e a l problem because we 
t o l d her that we were from the AEG and she s a i d what's that? 
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We t o l d here and she s a i d , you can not do t h a t here. We asked 
why and she s a i d , "Because I l i v e here, t h i s i s my home!" 
A f t e r a long d i s c u s s i o n , we went back to the classroom. 
I n the classroom the other teacher asked what happened. We 
t o l d her about the woman and she s a i d "Who i s she?" We don't 
know! The teacher s a i d maybe we could f i n d out. What did she 
look l i k e ? We described her and then went to the l i b r a r y to 
see i f we could f i n d any p i c t u r e s l i k e her. 
We found them! She i s an I n u i t . There was a p i c t u r e j u s t 
l i k e her i n one of the books we found. But what are we going 
to do? Maybe we should w r i t e to Mendoza? 
Phase E i g h t : 
We a l l wrote l e t t e r s to Mendoza e x p l a i n i n g the problem. 
However, her r e p l y was not t h a t good. She t h i n k s we should be 
g e t t i n g on with our work but how can you when Natana says that 
she l i v e s t h e r e? T h i s i s a r e a l problem. We have a l s o 
s t a r t e d to f i n d out more about her and her way of l i f e . We 
are looking a t the way she l i v e s , her family, the a r t of I n u i t 
peoples, t h e i r legends and we are wondering what they might 
f e e l about the whole t h i n g s . We are f e e l i n g l i k e i n t r u d e r s . 
I t i s obvious we have a problem now and I do now know how we 
can get s t a r t e d on the b u i l d i n g of the dam while she i s here. 
Phase Nine: 
We went back to see Natana today and had a good long t a l k with 
her. I am g e t t i n g to l i k e her. We showed Natana the work we 
did on her way of l i f e . She s a i d she had her own language and 
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asked i f we d i d too. We t o l d her about moving, she refused 
and got q u i t e angry i n a calm s o r t of way. I think i t i s a 
shame. How would you f e e l i f someone came along and s a i d you 
would have t o le a v e your home? I r e a l l y do not know what to 
do. Then, Natana t o l d us a s t o r y about a hunter who found a 
small bear cub and took i t home. I t was a good sto r y because 
i t was r e a l l y about what we suggested. We s a i d things l i k e , 
send your c h i l d r e n to school l i k e us, and how about l i v i n g i n 
S t . John's? I t d i d not work and now we have a bigger problem 
because Mendoza sent us a l e t t e r asking us how we are getting 
on with our expedition. We are going to have to w r i t e to her 
again and e x p l a i n the dilemma we are i n . Some of us want to 
give our jobs up now, but t h a t does not mean we a l l do. I am 
beginning t o t h i n k t h a t i t i s wrong to be doing what we are 
doing, but we a l l do not think t h a t . 
Phase Ten: 
Well, we wrote to Mendoza and she wrote back and sent us a 
land document and asked us to get Natana to s i g n i t . I t means 
t h a t the land w i l l belong to the AEC and then everything i s 
OK. We went to see her again but she refused to read the 
document. We had to read i t f o r her and i t made her very sad. 
We had a r e a l h e a r t to hea r t t a l k about a l l t h i s and we went 
back to c l a s s and met with our te a c h e r s . 
T h i s i s a very hard s i t u a t i o n . What do you do? We need 
r e s o u r c e s but I wonder about whether t h i s i s the r i g h t thing 
f o r Natana. Mendoza has w r i t t e n saying she w i l l be coming to 
S t . John's to meet with us. We have a l o t of t h i n k i n g to do. 
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Phase Eleven: 
We were a l l very nervous about the meeting with Mendoza. She 
looked very upset about the expedition and demanded an 
explanation. Well, we t o l d her what we thought and had a good 
long t a l k about i t . Some wanted to r e s i g n from the AEG and 
some d i d ! 
Then tea c h e r took o f f her g l a s s e s and s a i d , "Well, we have a 
hard s i t u a t i o n here! How can such a d i f f i c u l t s i t u a t i o n be 
r e s o l v e d ? " We are going to consider t h i s i n c l a s s over the 
next l i t t l e w h i l e and we might i n v i t e Natana to come to our 
c l a s s to t a l k about i t . 
Phase Twelve: 
We i n v i t e d Natana to come to our c l a s s and she found things 
very d i f f e r e n t to her way of l i v i n g . We had long t a l k s and 
s t i l l we do not know what to do, or what can be done. A f t e r 
the meeting the teacher s a i d t h a t indeed i t was a hard 
s i t u a t i o n , and where could we look to i f we could not decide? 
The t e a c h e r a l s o wondered what other people might be 
i n t e r e s t e d i n such a s i t u a t i o n ? We are going to work on t h i s 
because we f e e l s o r r y f o r Natana and yet we know we need 
r e s o u r c e s . Maybe we have to take t h i s to court? The teacher 
suggested t h a t there i s a Canadian Charter of Human Rights 
t h a t we could look a t and we w i l l . But I th i n k t h a t w i l l not 
help. I t h i n k t h a t we were j u s t wrong to be there. 
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Phase T h i r t e e n : 
We looked a t the Charter of Human Rights and i t i s i n t e r e s t i n g 
because i n i t there i s reference to education i n your own 
language and the p r o t e c t i o n of your own h e r i t a g e . I n a way, 
being deaf i s l i k e t h a t and t h i s drama p r o j e c t i s more than i t 
f i r s t appeared to! We have our own language, l i k e Natana's 
I n u k t i t u t . And we a l s o have a h i s t o r y and h e r i t a g e of the 
Deaf. 
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Appendix 9 (Referenced from page 105) 
The V i s u a l Channel i n the Drama P r o j e c t 
1. The f i r s t l e t t e r from Mendoza i s d e t a i l e d - i t i s placed 
on overhead and s c r u t i n i z e d . 
2. A r e p l y i s w r i t t e n by the p u p i l s and sent to Mendoza. 
3. Mendoza r e p l i e s and arranges meeting time. 
4. Mendoza g i v e s a p r e s e n t a t i o n - maps, examples of 
res o u r c e s , overheads, a l l examples are l a b e l l e d , 
d e s c r i p t i o n s of expeditions completed, the work of the 
company l i s t e d . She presents a con t r a c t , for p u p i l s to 
read, and l a t e r s i g n . 
5. P u p i l s work on planning the expedition - f u l l use of the 
resource center. P u p i l s prepare e x h i b i t i o n f o r Mendoza 
and take her through t h e i r planning. Her questions a r i s e 
from the p u p i l s ' work. 
6. The Journey to Labrador - done i n s t o r y convention and 
through v i s u a l channel using s l i d e s , v i s u a l images (as i f 
on a b o a t ) . 
7. Walking to the s i t e - images and d i r e c t i o n s are s e t on 
the w a l l s , on the way to the t h e a t r e (other space). 
8. E n t e r i n g the t h e a t r e - environmental design - tent , 
l i g h t , o b j e c t s and a r t i f a c t s belonging to Natana 
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(Teacher-in-Role) who i s a l s o costumed appropriately, 
t h i s r i c h environment si g n s Natana's way of l i f e . 
9. L e t t e r s to Mendoza rep o r t i n g the problem. 
10. R e p l i e s from Mendoza. 
11. Mendoza sends land l e a s e document, f o r Natana to sign. 
12. P u p i l s read document to Natana. E x p l a i n i t to her. 
13. More l e t t e r s to Mendoza - Natana r e f u s e s to s i g n . 
14. P u p i l s use resource center to i d e n t i f y Natana through 
examination of images and w r i t i n g s i n teaching resources. 
15. P u p i l s work i n V i s u a l Art C l a s s e s d i s c o v e r i n g and 
reproducing I n u i t Art, legends, myths and C r a f t work. 
16. P u p i l s keep d i a r i e s or logs of t h e i r journey to Labrador, 
and what happens throughout the P r o j e c t . 
17. Reading I n u i t legends and myths, s t o r i e s and other 
m a t e r i a l . (This r e p l a c e s readers from course o u t l i n e -
but not l e a r n i n g o b j e c t i v e s f o r r e a d i n g ) . 
18. A v a r i e t y of reading experiences, a broad range of 
language types. T e c h n i c a l , story, r e s e a r c h m a t e r i a l , 
l e t t e r s , o f f i c i a l language of departments, e t c . 
19. A v a r i e t y of w r i t i n g experiences: personal w r i t i n g , group 
c o n s t r u c t i o n of plans, logs and d i a r i e s , formal l e t t e r s , 
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